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ABSTRACT 
TEACHING BEHAVIORS AND TEACHER VALUES THAT CONTRIBUTE TO 
EFFECTIVE MULTICULTURAL AND GENDER-INCLUSIVE EDUCATION- 
A QUALITATIVE STUDY 
FEBRUARY 1996 
KATHLEEN MORAN 
B.S. UNIVERSITY OF MASSACHUSETTS AMHERST 
M.Ed. CAMBRIDGE COLLEGE 
Ed.D UNIVERSITY OF MASSACHUSETTS AMHERST 
Directed by: Professor Maurianne Adams 
This qualitative study of the values, beliefs and teaching practices of four teachers at 
a small private college with a diverse adult student population attempts to bring to light 
what teaching behaviors help to create an educational climate which includes people of both 
genders and of different ethnic, racial backgrounds and allows them to succeed in an 
academic environment. The teachers and students completed weekly teaching and learning 
journals (derived from Brookfield’s (1991) student learning journals) during one semester 
(spring, 1994). Using grounded theory technique, I uncovered eight activities that both 
teachers and students felt were the effective in providing an inclusive educational 
environment: (1) use of groups for support, creativity and personal change; (2) conscious 
student metacognition and self-assessment; (3) interactive classroom activities; (4) exercises 
which utilize different learning styles; (5) integrative learning which calls upon the different 
student cultures; (6) close teacher/student and peer/peer feedback connections; (7) academic 
support components built into the curriculum; and (8) the teacher acting as facilitator. 
Through a series of teacher interviews, I determined three shared values which appeared 
congruent with the teachers’ actions in the classroom: (1) awareness of the difference 
between the student cultures, but a reluctance to pre-judge individuals based on cultural 
assumptions; (2) awareness and utilization of the affective aspects of learning; and (3) a 
vi 
conception of the role of teacher as empowered End of the semester focus groups with 
students added to data obtained from student learning journals to reveal three areas of the 
learning deemed important for growth: (1) the importance of the social dimension of 
teaching and learning; (2) the powerful role of the teacher in the learning process; and (3) 
the importance of applying and integrating the learning into the students’ lives. Two 
problematic areas in the teaching of these four instructors were: (1) a lack of multicultural 
reading materials within the courses and (2) evaluations methods that were not authentic or 
inclusive of different learning style orientations. The results of this study hold implications 
for the administration of programs for adult students of targeted social groups, such as 
admission policies, class size and teacher training. 
vu 
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CHAPTER 1 
PURPOSE OF THE STUDY 
Section A: Introduction and Background 
Demographic projections from Workforce 2000, the study of American labor needs 
in the twenty-first century (Johnston and Packer, 1987), have presented higher education 
with an enormous challenge. According to its estimates, African-, Hispanic- and Asian- 
Americans will be the fastest growing labor groups in the United States during the next 
decade and into the millennium. By the year 2005, non-European Americans will account 
for approximately 27% of the workforce. Women will constitute nearly three-fifths of new 
entrants into the workforce, bringing their share of the labor market to 47%. Because of 
this shift in labor and population, there will be more women, and more men and women 
from previously underrepresented groups entering higher education. 
These are some reasons that exposing and identifying aspects of a “chilly” climate 
(Hall and Sandler, 1982; Kuk, 1990) on college campuses for European-American women 
and people of targeted social groups is important to educators. Despite strategies 
attempting to be more successful at retaining Caucasian women and members of different 
ethnic and racial minority groups, recent statistics show alarming indications of continued 
lowered success rates in high school and college completion for African-, Hispanic- and 
Native-Americans (Carter and Wilson, 1991; Focus on Blacks, 1992; Focus on Hispanics, 
1991; Focus on American Indian, 1991; Smith, 1989). Women, although the majority 
population in higher education, are still underrepresented in the mathematical and scientific 
fields (Touchton and Davis, 1991). As Marchesani and Adams (1992) note, “what these 
trends tell us is that we have not yet learned how to maximize educational opportunities and 
minimize or remove educational barriers for large numbers of our current and future college 
students in our classes and institutional life” (p. 10). This study attempts to identify some 
teaching behaviors and values which create a supportive and inclusive classroom climate 
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for students of both genders and many cultural backgrounds which may be effective in 
minimizing one unseen barrier which is recently coming to be understood - the chilly 
educational climate that some students experience. 
Background of the Study 
The Chilly Climate in American Education 
Hall and Sandler’s (1982) identification of a “chilly” or hostile environment for 
women in today’s college classrooms has been echoed by members of the African-, 
Hispanic- and Native American communities; by the members of the gay and lesbian 
community and by those facing physical ability challenges (Jones, 1990; Shang and 
Moore, 1990; Evans and Levine, 1990). This chilly climate may correlate with lowered 
completion rates for African-, Hispanic- and Native-American populations and the under¬ 
representation of women in scientific and mathematical fields (Marchesani and Adams, 
1992). 
Marchesani and Adams (1992) present three ways that students from targeted 
cultural groups may experience chilly classroom climates - by alienation, isolation and 
injury. Alienation occurs when the classroom proclaims itself as value-neutral, but in 
reality contains ideas, cumculum and discussion which reflect the norms of the dominant 
cultural group, which “are at best unfamiliar and at worst contradict the norms and values 
of their gender or of their racial or ethnic backgrounds” (p. 12). An example of this would 
be Asian-American students who have been socialized to be modest, cooperative and non- 
assertive being asked to be competitive (which requires assertiveness) in the classroom. 
Students from targeted minority groups can find themselves victims of ‘tokenism’, which 
creates a paradoxical life of increased visibility where students are singled out to be 
spokespersons for their cultural groups in discussions but are otherwise ignored by peers 
and faculty, contributing to a debilitating sense of isolation. Students can be injured by 
“demeaning stereotypes, insensitive jokes, derogatory comments and thoughtless language 
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and actions on the part of faculty and students” (p. 13). These include negative or positive 
assumptions about intellectual competence and lowered standards or expressions of 
suiprise at competence based on group membership rather than individual ability. 
How can colleges and universities counter this chilly climate? My thesis is that 
many of these injurious actions to students of different backgrounds can be alleviated by 
the awareness and actions of teachers and administrators, both in the classroom and out. 
One solution may be to consciously create classroom environments which include members 
of all social groups. 
Little, if any, research has been done on successful inclusive adult education, 
possibly because of the problems of (1) operationally defining the concept of ‘inclusive’ 
education, and (2) identifying institutions that are intentionally ‘inclusive’. This study 
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focuses on the actions of several teachers in an institution that has purposefully developed 
an unusual educational environment which seems effective not only for European-American 
women and members of targeted social groups who have previously failed at college, but 
also for middle-class European-American males (Moran, 1993). It is my theory that this 
effectiveness is the result of teaching practices that cause men and women of different racial 
and ethnic backgrounds to feel included, accepted and supported in their educational 
endeavors. 
Description of the Study 
The main purpose of this study is to describe the teaching and learning behaviors of 
faculty and students in four college classrooms that seem to foster inclusion of all students. 
A related area of research is to examine the teachers’ frameworks of values and beliefs that 
have some relationship to these behaviors. 
I chose to do an ethnographic and qualitative study of teachers in a small, private 
college (“the College”) which offers programs leading to masters’ degrees in education, 
counseling and management. This twenty-year-old institution, based in Cambridge, 
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Massachusetts, identifies itself as a non-traditional school with a mission to promote 
“access, innovation, quality and success in education” to diverse adult populations (see 
Appendix A for more details). The College’s student body is more than 50% women, has 
an average age of 39 and a 33-39% ratio of racial/ethnic minorities in the general student 
population during any given semester. All of the students in the program I studied had 
failed in or had abandoned previous attempts at college level study, following the general 
trends of failure in higher education discussed above. 
The College as an Inclusive Climate 
This study is the third step in a research process which I have been involved with 
during the last four years. It is important to explore this process in some detail in order for 
readers to understand my choice of the College as a site for a study about inclusive climate 
in higher education. 
I first became interested in the College’s ways of teaching because of the high 
minority student graduation rates. With a national average of minority graduation at 
approximately 6.9% for students at the graduate level (Chronicle of Higher Education, 
1994), the College’s average minority graduation rate of 30% from an average entry rate of 
35-39% seemed quite positive. (A small entry-to-graduation study recently performed by 
the College indicated that 78% of entering minority students graduated, with a slightly 
lower rate seen for students in the pre-master’s program which I studied—65% of the 
minority students graduated from this program and 53% wait on to graduate with a 
master’s degree. See Appendix A for details.) 
However, high graduation rates may be due to other, less positive factors than 
doing things well in the classroom, such as lowered academic standards. I tended to doubt 
this as the cause, however, since I had experienced the College myself as a student and had 
gone on to attend courses in the University of Massachusetts’ doctoral program which were 
roughly equivalent in work load and content. Some courses were harder, some were easier 
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than those found at the College. Equivalence of academic standards is a difficult and 
slippery concept to measure. 
So, I suspected that something else was occurring at the College at a level beyond 
academics, and I began the first of my preliminary projects that lead to this research-a 
theoretical paper which delineated gender-inclusive elements in the College’s academic 
structures and classroom activities (Moran, 1992). A second endeavor, a short pilot study, 
examined African- and European-American males students and alumni about their feelings 
regarding the College. It was through this study that I obtained clear indications that it was 
a feeling of being included that helped these students, all of whom were previous college 
drop-outs, to finally be successful in higher education (Moran, 1993). 
So this was what launched my interest in identifying aspects of education at the 
College that were successful in order to begin the process of sorting out a number of 
variables that are just coming to the forefront in the literature about teaching diverse 
populations. I studied the thoughts and actions of four ethnically diverse male and female 
teachers at the College for the spring semester of 1994 and the reactions of the students to 
their teaching. I wished to determine whether these teachers taught in a way that could be 
called inclusive, and if they did, how they did it. 
It is important to note, however, that I did not come to into these classrooms with a 
full-blown definition or even idea of inclusive teaching. This definition was bom, as an 
emergent theory, out of the experiences, thoughts and feelings that I found in my study of 
the participants. Only partially through the study did I determine that these practices were 
indeed ‘inclusive,’ what the nature of that inclusion was (in the terminology found in the 
pertinent areas of literature) and whether the teachers’ actions were consistent with the basis 
of this definition. 
In the next sections, I will delineate the purposes and significance of the study and 
go on to define some terminology which I use throughout the study. 
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Section B: Purposes of the Study 
Purpose Is Qualitative Description of Teaching Methods 
As stated before, the primary purpose of the study is to provide a description of the 
behaviors of four teachers who taught in an institution which attempts to provide successful 
quality education to diverse groups of students. This type of research is ethnography, 
which is defined as “an in-depth analytical description of an intact cultural scene” (Borg and 
Gall, 1989, p. 387). Any institution can be thought of as an intact cultural group and any 
classroom within a college is a sub-group of that cultural group, with a culture that reflects 
the institution and yet has its own identity. 
Ethnographic description of social interactions within classroom cultures is 
important because it allows researchers and educators to begin to establish a basis for 
comparison when answering some fundamental questions like: What do some teachers do 
to create an inclusive classroom climate? What types of activities do they utilize? What 
texts, curriculum design, what language do they use and why? What concerns do these 
teachers face with such a diverse student body and what steps do they take to remediate 
their concerns? What preparations and responses do they engage in before and throughout 
the semester? And, what do the students in such a setting see as being effective? 
Why would educational researchers want to know these things? First, so we can 
analyze current educational theories to see if they fit into this picture. Do any of the 
classroom frameworks or teaching designs/suggestions from the theoretical literature 
appear in these classrooms? Is effective inclusive teaching in this environment the same as 
the principles set forth for effective teaching in the literature on traditional and non- 
traditional higher education? Are there other considerations that have been left out of the 
literature thus far published? 
Secondly, description allows comparison, both within the study (comparing the 
teachers’ responses and behaviors to each other and to the students’ responses); and 
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outside of the study, perhaps providing a set of principles and practices for successful 
teaching of diverse populations that other teachers in other institutions can follow. In order 
to use certain teaching behaviors as a model, however, two criteria must be met: (1) the 
teachers’ methods must be effective in the eyes of the students, and (2) they must be 
faithful to well-thought out academic standards. In this study, I generate data to determine 
whether both of these facets are true. 
Purpose 2: Description and Analysis of Teachers’ Values and Belief 
Frameworks 
The second purpose of this study is to describe the instructors’ thoughts and values 
about teaching a multicultural population. What are some beliefs that support inclusive 
teaching? I operated from two assumptions in this section of the study: (1) that the teachers 
are able to verbalize their beliefs and (2) that there is a relationship between values 
frameworks and actions. 
I tried to ask questions to determine whether a teacher’s background or social 
reference group had any discernible effect on her values’ framework or teaching and to 
discover common values and beliefs that exist in teachers across differences in ethnic 
background and gender. I also sought to understand the students’ perception of the 
teachers as members of social reference groups. Did having a teacher of a same or different 
race, ethnic background or gender have a perceptible impact on the students or do social 
reference differences melt away in inclusive learning activities? 
Significance of the Study 
Thus far, many studies and ideas for multicultural and inclusive education have 
only reached the theoretical stage because there has not been an opportunity to put them into 
practice and then measure them. Although far from perfect, teachers and students at the 
College seem to be working together now to create a warmer and more supportive climate 
for students from groups traditionally underrepresented in higher education. The purpose 
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of the study, to describe these actions, the values’ frameworks which engendered them, 
and the student response, is a significant contribution to the literature on multicultural 
education, gender-inclusive education and adult learning. 
Section C: Terminology 
I will use the following terms throughout this study in the following ways: 
inclusive education (or inclusive practices): Since this study is formed around 
the idea of inclusive education, it is important to define what I mean by inclusionary 
practices in the classroom. In elementary and secondary educational circles, the term 
‘inclusive education’ has come to mean the full inclusion of all students, regardless of 
physical or mental ability, in single (unseparated) classrooms. These students may or may 
not have the same curriculum (most have variations of a similar curriculum based on ability 
level). In this study, I use inclusive education to mean education which involves both 
males and females of all races, ethnicities, religions, sexual identities, ages, social classes 
and physical abilities in a single (unseparated) classroom, working together towards a 
common purpose. Inclusive practices are those which allow for differences in students 
(many different learning styles or ways of doing the same thing, for instance) but do not 
necessarily include the representation of different cultures in the activities. Gender- 
inclusive education is similar to inclusive education but alludes specifically to educational 
practices that include viewpoints and cultural assumptions of both females and males. In 
an inclusive environment, students do not experience alienation, isolation or injury because 
of their race, social class, ethnicity, gender, sexual preference or physical disabilities. 
Multicultural education in this study indicates that different cultural values, 
customs, artifacts/writing and perspectives are presented in the educational curriculum 
and/or classroom practices. This includes hearing or reading the viewpoints of people from 
different gender and sexual orientations, different racial, ethnic and religious perspectives, 
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and perceptions about life from the standpoints of those who are physically, mentally or 
emotionally disabled. 
Inclusive education may incorporate multicultural education practices, but can occur 
without them. The key to inclusive education is the acceptance of differences in people 
with the understanding they are is not deficiencies. It involves teacher flexibility and 
responsiveness to these differences. It also means that the educational environment is a 
culture which is amicable to the student’s cultural orientation (whether this be gender, 
racially or ethnically oriented)~or at least that the classroom activities represent aspects of 
more than one cultural style (Adams, 1992).* 
Multicultural education will hopefully lead to an inclusive environment, but it is not 
inevitable. In fact, some multicultural frameworks are specifically non-inclusive, such as 
single group studies and some bilingual education efforts. (See Chapter Two for 
frameworks of multicultural education). 
dominant social group: Most societies have a dominant social group which may or 
may not be numerically superior to others. This is the group which holds the social and 
political power and usually has an economic edge over all the other groups. Although not 
ail members of the dominant group hold the ideas and values of the majority, they still 
benefit from the membership by receiving privileges. In the United States, I define the 
dominant social group to be middle and upper class European-American males. 
* Note: This is not to say that every culture needs to be honored at all levels within the 
classroom, for there are many cultures which consciously discriminate against targeted 
social groups. In this definition of inclusive education, I do not advocate including the 
parts of those cultures that are inimicable to legal and psychological freedom for all people. 
In other words, since discrimination is antithetical to inclusion, teachers do not need to 
assign a positive value to the discriminatory aspects of cultures (such as sex discrimination 
in Muslim cultures or caste discrimination in other countries). However, those people who 
are from discriminatory cultures should not be discriminated against on the basis of their 
culture. As much as is possible, inclusionary practices should advocate equality of people 
and freedom of speech within a culturally sensitive framework. 
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targeted social group: This term is used to refer to any group that is not the dominant 
group and whose members are discriminated against on the basis of some defining 
characteristic such as race, gender, sexual identity, religion, ethnicity, physical and mental 
ability and age. In the United States that would include such groups as African-, 
Hispanic-, Asian- and Native-Americans (males as well as females); women; gays and 
lesbians; children and the elderly; working class males and the homeless. Targeted social 
groups do not include members of numerical minority groups that are not discriminated 
against (for instance, British people who are now American citizens). 
curriculum: According to Saphier and Gower (1987) the organization and choice of 
educational objectives, learning experiences and forms of evaluation create the curriculum. 
In this study, curriculum and classroom climate are easy to confuse, because the classroom 
climate is impacted by curricular choices (see definition below). I use curriculum to refer to 
the formal learning plan, including text and readings, that each teacher has set out, which is 
usually found in the syllabus. 
classroom climate: Climate refers not only to curricular choices (see above) but to 
other aspects of classroom interaction, such as those that occur between teacher and 
student, between individual students and between groups of students. Climate is created 
by curricular choices, the teacher’s approach to learning, and other variables, such as 
student attitudes. For example, a teacher who believes in competition in education will 
have students working independently and will not allow student interaction which could 
create a chilly climate; one who believes in cooperation will have students working in 
groups and will encourage student interaction, which may result in a warmer climate. 
Climate differs from curriculum when experiences are chosen which do not specifically 
contribute to a gain in knowledge about the subject at hand, but which help create an 
environment which is conducive to the students interacting in some desired way. 
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Section D: Outline of the Study 
Chapter One introduces the purposes of the study. Chapter Two looks at current 
trends in educational thought about good teaching in the literature. Chapter Three explains 
the methodology. Chapter Four and Five reports the results and data analyses of the 
teachers’ and students’ responses. Chapter Six interprets the results and presents 
conclusions, based on the theories that are being proposed by relevant literature. The 
Appendix holds the documents referred to in the study. 
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CHAPTER 2 
REVIEW OF PERTINENT LITERATURE 
Introduction 
Keeping in mind the two purposes of the study: (1) to determine and describe 
teaching behaviors effective in inclusive adult education and (2) to examine the values and 
frameworks of teaching that four instructors who teach a diverse group of adult students 
bring to their practice, six areas of research are relevant: adult learning, multicultural 
education, teaching to different learning styles, feminist education, social constructivism 
and experiential learning. I will consider each of these six topics in turn. 
Secttin A: Relevant Research on Effective Teaching Practices 
Adult Education 
The first and most obvious source of information about the study is the literature on 
adult education. Since the end of World War n, there has been a growth in ‘nontraditional’ 
students (older adults that return to the college setting after a period of time in the 
workforce) in post-secondary schools. In the past two decades, researchers have paid 
increasing attention to this population’s special educational needs. In this section, I will 
consider four prominent authors who have written about adult learning: Malcolm Knowles, 
W. Patricia Cross, Jack Mezirow and Donald Schon. 
Malcolm Knowles: Andragoev 
Knowles characterized adult teaching as andragogy, which he contrasted with 
pedagogy, the teaching of children and young adults. He developed a framework for 
teaching experienced adults that (1) incorporates the principles of increasing self- 
directedness in learning; (2) utilizes the experience of the students to make the learning 
more powerful; (3) is based on real-world educational needs; and (4) is a process which is 
used by learners to develop their potential in all parts of their lives (Jarvis, 1987). 
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Patricia Cross: Lifelong Learning 
Patricia Cross, a well-known and greatly respected educational scholar, presented 
her now classic text about adult learners, Adults as Learners: Increasing Participation and 
Facilitating Learning (1981) in order to survey the research about and promote the idea of 
‘lifelong learning \ In her book, she describes the growth of the ‘learning society’ and 
details how to recruit and retain adult learners. She includes a list of barriers to education 
perceived by adults. She suggests several strategies to overcome these barriers, such as 
(1) raising self-confidence levels by offering learning experiences which start at a self- 
directed level and get more challenging; (2) building positive feelings towards education in 
the community; (3) understanding and meeting the goals and expectations of the learners; 
and (4) offering programs which respond to life transitions. She notes that there is an 
intersection of factors which affect adult learning at every age. These factors are the 
physiological ability to learn at different ages, the sociocultural or life phases that affect 
motivation to learn and the psychological/developmental stages that impact ability to absorb 
different types and complexity of information. (See Figure 1, next page). Cross suggests 
that the teacher of adults see her role as challenger — to move the learner to the highest 
level possible in each student’s stage of development. 
13 
Physical Characteristics/Aging 
Sociocultural Characteristics/Life Phases 
Psychological Characteristics/Developmental Stages 
Figure Is Cross's Characteristics of Adults as Learners (CAL): Personal 
Characteristics Schemata 
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Jack Mezirow: Adult Transformative Learning 
According to Mezirow, childhood learning is formative, whereas adult learning is 
transformative. Adult transformative learning takes place through reflection, when 
‘meaning schemes’ (created usually through social contexts) are changed by examination of 
both the content of the learner’s knowledge and the process by which it was created. 
Reflective learning confirms, adds to or transforms our ways of interpreting experience, 
and results in new meaning schemes or perspectives. In Transformative Dimensions of 
Adult Learning (1991), Mezirow states that the goal of adult education is to help learners 
reflect: “(to) become more critically reflective, participate more fully and freely in rational 
discourse and action, and advance developmentally by moving toward meaning 
perspectives that are more inclusive, discriminating, permeable and integrative of 
experience” (p. 225). In order to reach this goal, adult educators must foster critical 
reflection of beliefs by examining history, context and consequences of the learner’s 
assumptions, being sensitive to ‘psychic distortions’ that hinder negotiation of difficult life 
transitions and being dedicated to the principles of freedom, democracy, equality, justice 
and social cooperation which are essential for critical discourse. Mezirow notes that 
transformation of perspective often calls for social action, which may challenge the current 
social order. He calls for evaluation of gams in transformative learning to include changes 
in “interests, goals, awareness of problems, awareness of contexts, critical reflectivity and 
action, openness to alternative perspectives, ability to participate freely and fully in rational 
discourse, and willingness to accept consensual validation as a mode of problem solving in 
communicative learning” (p. 226). 
Donald Schon; The Reflective Practitioner 
The crisis in confidence that the professions are currently suffering drew Donald 
Schon (1987) to consider first a change in the role of professionals and then a change in the 
way to teach professionals. Schon believes that the amount of knowledge currently needed 
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by most professions is so great that traditional role of expert should change to that of 
reflective practitioner —someone who is knowledgeable in a field, but, more importantly, is 
cognizant of the mental processes needed to be able to absorb new knowledge and 
information and utilize this in his task. He calls this process ‘reflection-in-action \ In 
order to teach students to become reflective practitioners, Schon suggests that the role of 
teacher change to that of coach who oversees learning situations where real life or virtually 
real issues in the professions are enacted. The coach demonstrates the proper response to 
the situation, watches as the student imitates, questions the student about his thinking 
processes and intentions, and then constructively criticizes his efforts. Schon feels that 
education should involve ‘reflective practicums\ where students get to utilize their 
knowledge and reflect on their thinking. For instance, in a teacher preparation course for 
mathematics instruction, the teachers-to-be ought to experiment with mathematical 
constructs and different ways of viewing math and reflect on their own thinking and 
learning in order to be prepared for what their students will bring up in their classes. 
Summary of Principles of Adult Education Pertinent to Inclusive Education 
What principles of adult education are important for inclusive educators to keep in 
mind? Throughout this chapter, in order to answer this question, I will refer to the 
definition of inclusive education that appears in Chapter One, which is the full integration 
of all people in the learning activities of a class, regardless of race, sex, sexual orientation, 
social class, physical ability or any other difference, by means of creating a classroom 
climate which accepts differences not as deficiencies, which is responsive to these 
differences and which is amenable to different cultural orientations. 
Many of the principles outlined in the section above are particular to the needs of 
adult learners, such as calling for increasing self-directedness of learning (Knowles, 1987 
and Cross, 1981) and understanding the real-world goals, comfort levels, developmental 
requirements and expectations of the learners (Cross, 1981; Schon, 1987) in order to 
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develop appropriate programs. Clearly, a warm and supportive classroom climate is very 
important in the retention of adult learners. 
However, several principles put forth by Mezirow seem vital for the creation of an 
inclusive classroom. One of these is helping the students become more critically reflective 
and discriminating by integrating their experiences into the curriculum and examining the 
history and consequences of their assumptions. Mezirow also calls for adult education to 
consist of gains in the ability to be aware of problems, contexts and alternative 
perspectives, and for students to be willing to participate in rational discourse and to accept 
others’ viewpoints in problem solving. Without these capabilities, it is hard to have the 
peaceful coexistence of different groups of people in not only the classroom but also the 
world. But this type of critically reflective education must be balanced with the students’ 
needs for a climate that is psychologically and emotionally safe. 
Multicultural Education 
Because this study attempts to examine effective teaching practices in a diverse 
student body, another area of literature important to consider is research about fostering 
multicultural education. This field has grown in response to the increase in numbers of 
people from traditionally marginalized groups at all levels of education and to the various 
civil and legislative movements that have arisen in American society. In this section, I will 
consider aspects of multicultural education which delineate issues found in higher 
education. These are: analyses about current types of multicultural education by Grant and 
Sleeter; an encapsulation of Friere’s critical pedagogy; and the work of bell hooks, an 
African-American feminist teacher and author, who has built ho- theories upon Frisian 
concepts. I also will examine the work presented by Marchesani and Adams about inclusive 
teaching strategies needed in higher education. 
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Legislative History of Multicultural Education Reform 
Three pieces of legislation enacted in the latter part of this century have made an 
impact on multicultural education. Since the Civil Rights Act of 1964, there has been 
research in the English as a Second Language (ESL) and bilingual education fields, 
bringing schooling which acknowledges cultural diversity into the public scrutiny. In 1975, 
the Education for Handicapped Children Act (P.L. 94-142) went onto effect, and 
educational equity for people with disabilities began to be federally funded, forcing 
research and action in this area within the teaching profession. The prohibition against 
discrimination on the basis of sex was enacted through Title IX of the Educational 
Amendments of 1975. Since these laws, theoretical constructs have been proposed and 
much research done in multicultural and gender-inclusive education. Most of this literature 
has focused on the debate between the ‘ Anglo-conformity’ or assimilationist ideology and 
the cultural plumlists —the melting pot versus the salad bowl ideal of educational purpose. 
(Cushner, McClelland & Safford, 1992). 
Different Strategies of Multicultural Education: Sleeter and Grant 
Sleeter and Grant (1993) describe five current types of multicultural education. 
There are programs that (1) seek to counter the deficiencies that culturally different students 
experience in the mainstream culture, but allow them to maintain aspects of their cultures 
(bilingual and ESL courses); (2) utilize communication theory to teach students how to 
relate more effectively with people of other cultures and feel good about themselves; (3) 
focus on a particular cultural group’s history (for example, Chicano Literature or Black 
Studies); (4) link the history and experiences of many groups; and (5) examine the 
circumstances and social stratification that keep the students from fully participating in 
society, and provide them with the social and intellectual skills that will gain them entrance 
(“social-reconstructivism”). 
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Paulo Friere’s Critical Pedagogy 
One of the foremost of these ‘socially reconstructivist’ frameworks is Friere’s 
critical pedagogy. Paulo Friere worked in adult literacy education in impoverished areas in 
South America for much of his early life and became aware of the oppressive forces acting 
upon the people he was trying to teach. Friere felt it imperative to create a framework for 
teaching and learning which takes into account the learner’s place in society. His 
framework, critical pedagogy, uses conscientization as a central aspect of teaching and 
learning. Conscientization is a process by which learners “achieve a deepening awareness 
of both the sociocultural reality which shapes their lives and their capacity to transform that 
reality through action upon it” (1970, p. 27). Friere identifies four levels of consciousness 
in poverty-stricken populations. The first and lowest is ‘intransitive consciousness’, where 
the people are concerned only with survival. The second is ‘semi-intransitivity’ (‘magical 
consciousness’) which is found under many dictators (or in ‘cultures of silence’ such as 
those found in dysfunctional abusive families). Life is seen in terms of fate, beyond human 
control. People in semi-intransitive consciousness internalize the values of their 
oppressors, which results in dependency on them. In the third level, naive or ‘semi¬ 
transitive consciousness’, people question their lives and understand that destiny is 
sociocultural. People at this level are susceptible to populist leaders. Tlirough 
conscientization, people at the fourth level can engage in dialogic education that questions 
assumptions con caning social codes, political norms and ideologies. This helps to bring 
about an understanding of their oppression. Through ‘praxis’, which is a union of 
reflection and action, learners can bring about social change. 
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bell hooks: Hfpgaged Pedanoev 
bell hooks, radical teacher and scholar, builds on Frierian concepts of pedagogy to 
advocate for what she calls ‘engaged pedagogy’. This is teaching that is holistic and 
progressive, which calls upon the teacher to share in the “intellectual and spiritual growth” 
of students (hooks, 1994, p.13). hooks states that classrooms must be safe places for 
students and teachers to grow, where teachers are “healers” as Buddhist monk, Thich Nhat 
Hanh, suggests. This means that teachers must be human —free to be vulnerable, and they 
must themselves be striving for self-actualization, hooks feels that it is important to call 
upon students to share their voices, even in large classes. Acknowledging the unexamined 
and yet highly political choice of white male professors to teach a curriculum which does 
not include a diversity of opinion or thought, she creates overtly politicized classrooms, 
which are not free from painful encounters and uncomfortable changes in perspectives, 
hooks feels that, in the long run, these classrooms, although disturbing, are the ones where 
memorable learning takes place. 
Marchesani and Adams: Dynamics of Teaching and Learning 
Recent work in adult multicultural education has focused on the different 
experiences that various groups’ find in a college setting. Some examples of this literature 
are: Kuk on gender differences; Krager, Wrenn and Hirt on age differences; Evans and 
Levine on sexual orientation; and W. Terrell Jones on ethnicity (in Moore, 1990). In an 
attempt to identify some characteristics of inclusive higher education, Adams points out the 
ethnocentric orientation of typical academics (1992) and calls for an environment which (1) 
recognizes cultural differences, not deficits, among students; (2) is a learning environment 
that touches aU students, not just some; (3) is based on multicultural, not ethnocentric, 
principles of inclusion, which are responsible, flexible and culturally reciprocal. 
Marchesani and Adams (1992) place the four dimensions of teaching and learning: 
students, teaching methods, instructor and course content into a model called the dynamics 
of multicultural teaching and learning * (p. 11). They suggest that educators need to know 
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their students’ cultural backgrounds in order to understand what they may be experiencing 
in the classroom, and they also need to know themselves -their own beliefs, and cultural 
assumptions. 
Students 
Know who they are 
• Monocultural « ■ < ■» • Multicultural socialization 
Dominant cultural group Targeted cultural group 
• Sense of “culture shock” • Sense of alienation, isolation, injury 
Course Content 
What we teach 
• Curriculum of inclusion 
• Diverse perspectives 
represented 
Teaching Methods 
How we teach 
• Broaden repertoire of teaching 
methods 
•Address multiple learning 
styles 
Instructor 
Know oneself 
Monocultural 4 1 * Multicultural socialization 
• Unexamined assumptions 
and stereotyped beliefs 
Source: Adapted from Jackson, 1988. 
Figure 2: The Dynamics of Multicultural Teaching and Learning 
(Marchesani and Adams, 1992) 
21 
Marchesani and Adams also draw upon a framework developed by Schuster and 
Van Dyne (1985) to point out five ways that educational curricula can reflect the dominant 
culture and ‘the outsider’ (people from marginalized cultures). These are (1) excluding the 
outsider, where no allusion is made to any other people than those of the dominant culture; 
(2) including the exceptional outsider, which mentions extraordinary individuals from 
marginalized groups who have succeeded in the dominant culture; (3) understanding the 
outsider, which looks at the reasons for the outsiders’ exclusion from the main group; and 
(4) getting inside the outsider, where authentic voices of the marginalized are heard and 
analyzed on their own terms. Generally, American education only notes the existence of 
marginalized peoples by giving token attention to the exceptional outsider (the second 
level). 
The fifth level, which Marchesani and Adams advocate, called transforming the 
curriculum, acknowledges new knowledge and scholarship and transforms it into fresh 
ways of thinking. In this framework, assumptions are questioned, different 
epistemological questions are raised and voices of all groups are multiple and equal centers 
in the curriculum. 
Summary of Principles of Multicultural Education Pertinent to Inclusive 
Education 
The multicultural models presented above are describing some inclusive forms of 
education and some purposefully non-inclusive forms (such as some types of bilingual 
education and the ‘single group’ studies described by Sleeter and Grant). Presumably, 
Friere’s model is also non-inclusive --meant to help the oppressed classes, a process which 
takes place outside the presence of members of the dominant culture. 
The other inclusive models seem to range from emphasizing communication to help 
understand other cultures to including various levels of different cultural groups in the 
actual curriculum. The preferred form of education of hooks, Sleeter and Grant, and 
Marchesani and Adams, what I will call the “transformed curriculum, involves full 
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representation of all cultures in the curriculum with built-in critical reflection on social 
justice principles. 
Besides Adams’ listing of the different aspects of classroom climate which can help 
higher education be more inclusive (an environment which calls for acknowledging 
differences, not deficits; which touches all students; and which is multicultural, responsive, 
flexible and culturally reciprocal), most of these models deal with curriculum and do not 
directly address issues of climate. 
I think that one very important framework is the one adapted by Marchesani and 
Adams which analyzes the different positions of the “outsider” in the curriculum. Although 
this model addresses curricular considerations, it also can be applied to creation of inclusive 
climate. The first three levels Marchesani and Adams speak about, “excluding the 
outsider,” “including the exceptional outsider,” and “understanding the outsider,” are all 
essentially exclusive frameworks. But the fourth and fifth levels, “getting inside the 
outsider” where the voices of targeted social groups are heard in their own terms, and the 
“transformed curriculum,” which acknowledges new knowledge, scholarship and ways of 
thinking, have a vital role in the goals of inclusive education. A classroom that encourages 
students to speak through and about their own cultures contributes to the creation of 
different voices in the subject areas, and encourages the new knowledge and scholarship 
that is demanded by the transformed curriculum. 
Teaching to Different Learning Styles 
Educators have probably been deliberating on the effect of style preferences in 
education at least since C.GJung published his catalog of ‘psychological types’ in 1921. 
Claxton and Murrell (1987) report that educational researchers have examined the effect of 
preferences in four different areas —personality, information exchange, social interaction 
and instructional preferences. 
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Personality styles are characteristics that are part of an individual from early on 
(such as shyness, aggressiveness, etc.). These can be deep and hard to change. 
Information processing models of learning style preference examine ways individuals take 
in and utilize information. Social interaction preference frameworks summarize the many 
ways that students behave in the classroom group, and instructional preference models 
describe different student and teacher predilections for learning environments and 
instructional methods. 
The teaching-to-leaming style proponents entered the multicultural education arena 
with their examination of ‘field-sensitive’ and ‘field-independent’ cultural orientations 
(Witkin, 1976). For instance, extended family frameworks (found in Hispanic-, African- 
and Native-American cultures) can create a sensitivity to ethers that is not encouraged in 
European-American cultural and educational endeavors (Hale-Ben son, 1985; Rameriz and 
Casteneda, 1976; Haukoos and Satterfield, 1986; Gardner, 1980; Grasha, 1984). Hale- 
Benson uses a framework developed by Cohen (1969) which notes two different styles of 
learning: analytical, which is “parts-specific and objective and views information as it is 
rather than in its own context” (Claxton and Murrell, 1987, p. 69); and relational which is 
global, subjective and contextual. She found that teaching in American schools encourages 
the former style of learning, but that African-American and lower-income people utilize the 
latter style. Haukoos and Satterfield (1986) studied the learning styles of Native American 
children, and found that for the most part, they were more visually linguistic than auditorily 
linguistic, and that they preferred to express themselves orally. Changing a course to focus 
on discussion rather than lecture and enhancing the information with slides and graphics 
created a remarkable change in this population’s success rate. 
These examples of culturally different learning styles bring up some critical issues 
(Anderson and Adams, 1992). These are “1) Are stylistic differences so pronounced that 
we can make clear distinctions among groups? 2) Have the sociocultural experiences of 
diverse populations been so encapsulated that their fundamental ways of knowing about the 
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world are categorically distinct from the ways of the white, male population? 3) Does a 
focus on differences suggest that certain groups are deficient and need different treatment 
and access? 4) Is it feasible to discuss changes or adaptations in instructional style in order 
to accommodate diverse learning styles?” (p.20) 
Anderson and Adams suggest that multiculturally sensitive teachers might consider 
utilizing the Kolb theory of experiential learning, even though Kolb did not directly address 
culture or gender in his construction. Kolb’s four types of learners range from those who 
are active to those who are more reflective, from those needing concrete examples of 
concepts to students who are comfortable working in the abstract. Kolb and his 
proponents propose a number of teaching strategies that include all these different 
orientations (Anderson and Adams, 1992; Murrell and Claxton, 1937; McCarthy, 1981, 
Gregorc, 1979; Abbey, Hunt and Weiser, 1985; Svinicki and Dixon, 1987). (See Figure 
3, next page). 
Summary of Principles of the Teaching-to-Learning-Stvles Literature 
Pertinent to Inclusive Education 
Whether or not there is a cultural base to learning style differences, it seems clear 
that there are learning style differences and therefore different educational needs that should 
be addressed in order to fully include all students in the curriculum. Teachers should be 
responsive to differences and they should view differences not as disabilities. Classrooms 
should be structured with more than one cultural/leaming style orientation. 
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CONCRETE EXPERIENCE 
readings 
examples 
fieldwork 
laboratories 
problem sets 
trigger films 
observations 
simulations/games 
primary text reading 
REFLECTIVE OBSERVATION 
logs 
journals 
discussion 
brainstorming 
thought questions 
rhetorical questions 
ABSTRACT CONCEPTUALIZATION 
lecture 
papers 
projects 
analogies 
model building 
ACTIVE EXPERIMENTATION 
projects 
fieldwork 
homework 
laboratory 
case study 
simulations 
Figure 2.4 Degree of Direct Student Involvement in Various Teaching Methods 
STUDENT AS ACTOR 
Recall or experience 
In-class experience (lab) 
I 
Simulations 
I 
Films/lapes 
Lecture examples 
Rhetorical 
1 Fieldwork Projects Case studies Lectures STUDENT 
AS 
RECEIVER 
in lecture Discussion Log j 
l Labs Homework Simulations Examples Thought Brainstorming Journals / 
Lecture analogies, descriptions 
Text reading 
Model critiques 
Paper, project proposals 
I 
Model-building exercises 
questions 
lor reading 
Figure 3: Kolb Learning Style Preferences Applied to Classroom Activities 
(Svinicki and Dixon, 1987) 
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Feminist Education 
Because I am focusing on gender-inclusion within teaching and learning, the fourth 
area of literature that informs this study is the increasing number of theories about effective 
women’s education emanating from the feminist and women’s studies movements. 
Research on women in higher education has taken three distinct routes. The first 
documents differences between male and female abilities in several subject areas, theorizes 
about the origin of these differences and considers alternative teaching methods to 
remediate these differences (Grossman and Grossman, 1994; Fennema and Leder, 1990; 
Halpem, 1986; Sadker and Sadker, 1990, 1992). 
A related strand of study has grown up over the conception of different frameworks 
forknowing, perceiving and valuing between the two sexes (Belenky, et al., 1986; 
Gilligan, 1982; Baker-Miller, 1986; Baxter-Magolda, 1993). Gilligan postulated two 
different ways of making moral decisions: the ethic of justice (where actions are driven by 
moral principles) which is assumed mostly by males; and the ethic of care (where actions 
are driven by relational principles) which is the route many women take. Belenky and her 
colleagues followed this with a study of knowledge frameworks which are different for 
men and women. These differences in moral reasoning and world perceptions, which are 
loosely associated with gender, are not represented in traditional education, which these 
researchers think reflects only the dominant social group’s way of thinking and learning. 
The third area in the literature is work done by feminist theoreticians who are 
attempting to ‘deconstruct’ prevailing epistemological assumptions and ‘reconstruct’ a new 
framework which is representative of all people (Culley, Diamond, Edwards, Lennox & 
Portugues, 1985; Harding, 1986; Lather, 1992; Minnich, 1990). Most of this research 
questions the status quo of European-American-male-dominated, hierarchical educational 
structures and advocates for classroom environments that break down the typical power 
relationships and structures that conflict with individual self-affirmation and empowerment. 
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One criticism leveled at American feminism, however, has been its own false 
representation of European-American women’s viewpoints as the epitome of those felt by 
women of all races and ethnicities. Many feminist theoreticians have taken that criticism to 
heart and have moved towards presenting the diversity of opinion among different cultural 
and racial groups of women. 
Maher and Tetrault: Interactive Pedagogy 
One representative of this last type of feminist education is “interactive pedagogy” 
developed by Maher. Frances Maher (1993) advocates some interactive steps to make the 
classroom more women-friendly. She suggests that academic theory-building be a 
collaborative and evolutionary approach -which can be opened up to include student 
expertence-instead of a competitive search for the one best theory. One of the aspects of 
interactive pedagogy is subject matter presentation which is personal and which makes 
explicit connections between theory, research, and student (and teacher) experience. She 
also advocates a change in teacher/student roles so that (a) students can feel free to use their 
‘selves as subjects,’ (b) teachers can authentically acknowledge their own perspectives and 
(c) students can take on the roles of ‘self as inquirer’, as creators of knowledge. This 
means that feminist classrooms must be predicated upon discussion, in which women are 
encouraged to speak, to become active constructors of knowledge in the classroom, 
critiquing each other in a collaborative way. Maher and Tetrault (1994) point out four 
“critical themes” in feminist education: the struggle to understand or master the subject 
(mastery); a new emphasis on student voice in the classroom; a re-examination of the 
traditional role of the teacher as authority in the classroom; and an acknowledgment of the 
different life positions both the teacher, the students and other members of the community 
have in relation to the knowledge they are seeking or creating. 
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Summary of Principles of Feminist Pedagogy Pertinent to Inclusive 
Education 
Feminist pedagogy, with its focus on women, could be seen as inherently non- 
inclusive, but most of the efforts made in feminist education are in the direction of 
inclusion. Maher and Tetrault concentrate almost exclusively on classroom climate, on 
what goes on in a classroom underneath the curriculum. Their themes of mastery, 
authority, and voice are especially important to both male and female adult learners-who 
certainly struggle with mastering academic subjects especially in light of prior failures in 
education; who experience conflicts in assumption of authority; and who may be just now 
gaining the ability to speak about what they personally know. Maher and Tetrault’s 
concept of “positionality,” which I see as central to the feminist movement, is reflected by 
many of the multicultural writers who favor critical reflection on society in education. 
Understanding the positional nature of knowledge currently accepted as “fact” helps adult 
students deepen their own understanding of truth and helps them establish new truths based 
on their own lives that can contribute to the understanding of “the outsider” in their own 
terms. 
Social Constructivism and Cooperative Learning 
Another area of research about learning which tries to answer the question “how do 
we learn?” and from that understanding develop a set of guidelines for teaching is 
applicable to this study. This is the field of social constructivism, which is a marriage 
between the psychology and the sociology of learning. The recent re-emergence of the 
ideas of the early twentieth-century Russian psychologist, Lev Vygotsky, has precipitated a 
good deal of this thought. Advocates of his ideas for peer education and apprenticeship 
have offered very interesting theoretical frameworks (Rogoff, 1986; Wertsch, 1991). 
In this section, I examine the work of Vygotsky, consider the related ideas of 
sociologist Jurgen Habermas and return to Jack Mezirow’s work in transformative theory 
to review aspects of social constructivism found there. I will then present an outline of 
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some aspects of cooperative learning, which is loosely related to social constructivism 
because of its work with the groups in education, but does not seem to have emerged from 
the same theoretical stew. 
Lev Vygotsky; The Zone of Proximal Development 
Much of the educational world has been under the thrall of Jean Piaget’s work in 
cognitive development since the 1950’s. Piaget proposed a series of hierarchical cognitive 
steps that children go through, especially in logical-mathematical thinking, which are driven 
by an internal growth mechanism and stimulated by environmental opportunity (Piaget, 
1967). New translations of Vygotsky, a Russian contemporary of Piaget largely ignored in 
the West, have offered a twist to this idea of learning and socialization. Vygotsky believed 
that internal mechanisms do not create learning and communication, but that it is the 
internalization of external, sociolinguistic forces that precipitate both language and learning. 
Here is a well-known quotation from an article entitled “The Genesis of Higher Mental 
Functions” (Wertsch, 1981) where Vygotsky makes it clear that the first step in cultural and 
cognitive development is gained via social contact: 
Any function in the child’s cultural development occurs twice, or on two planes. 
First it appears on the social plane, and then on the psychological plane. First it 
appears between people as an interpsychological category, and then within the child 
as an intrapsychological category. This is equally true with regard to voluntary 
attention, logical memory, the formation of concepts, and the development of 
volition. We may consider this position as a law in the full sense of the word, but it 
goes without saying that internalization transforms the process itself and changes its 
structure and functions. Social relations or relations among people genetically 
underlie all higher functions and their relationships (p.163). 
Vygotsky and later adherents (Greenfield, 1984; Rogoff and Lave, 1984) suggest 
two pedagogical tools: the zone of proximal development and the concept of scaffolding 
The zone of proximal development is the “distance between the actual developmental level 
as determined by independent problem solving and the level of potential development as 
determined through problem solving under adult guidance or in collaboration with more 
capable peers.” (1978, p. 86) This learning-sensitive zone can be probed by the use of a 
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teaching technique called scaffolding, which is when the teacher or an expert peer performs 
a series of complex tasks with the learner, while the learner takes an increasingly 
responsible role with every repetition. (This differs from common educational techniques 
which simplify the task). 
and Emancipatory* learning 
Another theoretician who has created frameworks having to do with social 
construction of knowledge and learning is Jurgen Habermas, the German sociologist. He 
points out three forms of intentional learning: instrumental, communicative and 
emancipatory learning. People participate in instrumental learning in order to control the 
environment. They partake in communicative learning in order to understand what others 
mean and to make oneself understood. 
Habermas suggests that adult learning is primarily communicative. It is “governed 
by binding consensual norms, which define reciprocal expectations about behavior and 
which must be understood and recognized by at least two acting subjects. Social norms are 
enforced through sanction. Their meaning is objectified in ordinary language 
communication. While the validity of technical rules and strategies [pertaining to 
instrumental learning] depend on that of empirically true or analytically correct 
propositions, the validity of social norms is grounded only in the intersubjectivity of the 
mutual understanding of intentions and secured by the general recognition of obligations” 
(Habermas, 1971, p. 92). 
Habermas’ third framework of learning, emancipatory or self-reflective learning, 
impels people to question assumptions in both the technical and communicative realms. 
Emancipatory learning is transformative because it emancipates people from the “libidinal, 
linguistic, epistemic, institutional, or environmental forces that limit our options and our 
rational control over our lives but have been taken for granted or seen as beyond human 
control” (Mezirow, 1990, p. 87). 
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.Tack Mezirow: Adult Transformative Learninn 
Habermas’ emancipatory learning leads back to Mezirow’s transformation learning 
theory which states that people make intentional movements in adulthood to reflect critically 
on assumptions which are internally and culturally imposed in formative years. Using this 
critical reflection, adults move through levels of culturally assumed meaning perspectives, 
sociolinguistic and epistemic frameworks to an inner psychological base to question basic 
assumptions and beliefs. This creates change toward personal freedom which ultimately 
gets reflected in social action. Some of Mezirow’s suggestions for specific teaching 
techniques include “ideology analysis, critical incidents, life histories, journal writing, 
literature and media analysis, and analysis of epistemic habits of expectation” (p. 219). 
(See Figure 4, next page.) 
Cooperative Learning 
Distant cousins to social learning frameworks, cooperative learning theorists have 
well-documented studies of educational efficacy using group cooperation techniques 
(Johnson and Johnson, 1975; Slavin, Sharan, Kagan, Lazarowitz, Webb and Schmuck, 
1985). Slavin (1985) has shown that cooperative work facilitates intergroup (such as racial 
and ethnic group) understanding. Adult cooperative learning practices use techniques such 
as collaborative conversations, structured group tasks and ‘near-peers’, peer coaches who 
are slightly more advanced than the learners (Smith and MacGregor, 1992). There may be 
many different kinds of cooperative learning groups in higher education such as: informal 
learning groups which are short-term; formal cooperative learning groups, which have 
more structure and stay together until the task is done; and cooperative base groups, which 
are long-term peer support groups (Smith, Johnson and Johnson, 1992) 
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Figure 4: Mezirow’s Interpretation of Meaning Making (1991) 
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Summary of Principles of Social Constructivist Literature Pertinent to 
Inclusive Education 
Much of the literature about social constructivism and cooperative learning is 
primarily pragmatic, the latter with a good deal of research to support its use in inclusive 
adult educational environments. Most of the classroom designs of cooperative learning and 
the zone of proximal development and scaffolding techniques are very applicable in 
inclusive classrooms, and can be formed around various curricular initiatives. 
A particularly interesting point of view is Mezirow’s theory of learning as coming 
from without (through levels of culturally assumed meanings, sociolinguistic and epistemic 
frameworks) to within in order to question basic assumptions and beliefs. If this 
framework proves to be true, educators need to seriously consider what type of classroom 
climate will facilitate this process. 
Experiential Learning 
One last area of the theoretical literature pertinent to this study is experiential 
learning, which blossomed during the 1970’s through the work of the National Training 
Laboratories sensitivity (‘T-’) groups and various practitioners who moved into the world 
of organizational behavior (Chris Argyris and Donald Schon, for example). It was given 
theoretical substance during the 1980’s by David Kolb’s (1984) influential work on 
learning through experience. The concept has recently been revisited by three Australian 
authors, David Boud, Ruth Cohen and David Walker in their book Using Experience for 
Learning. 
Experiential learning encompasses such disparate entities as laboratory, field and 
studio courses in traditional education, practice teaching and clinical internships, 
cooperative education (work-study relationships with community businesses) and learning 
in which the learner is directly in touch with the realties being studied...contrasted with 
learning in which the learner only reads about, hears about, talks about, or writes about 
these realties but never comes in contact with them as part of the learning process (Keeton 
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and Tate, 1978, p. 2). Kolb (1984) suggested four stages of experiential learning: the 
first, concrete experience, is subjected to observation and reflection which is assimilated in 
the learners’ mind into the formation of abstract concepts and generalizations, which is then 
followed by testing implications of concepts in new situations which leads back to a new 
concrete experience, and so on. 
Boud, Cohen and Walker submit five ‘propositions’ for and about experiential 
learning which are instructive. The first is that experience is not only the foundation of, 
but is the stimulus for learning. They feel that learning isolated from experience is 
meaningless, and, furthermore, that every experience has the potential for great learning. 
Learning also comes from reconstructing past experiences, which may take place over a 
long time. But the authors note that experience does not necessarily lead to learning—there 
must be active engagement (reflection) to make it happen. Their second proposition is that 
learners construct their experiences-that the meaning of the experiences are a function of 
the learner’s history, her understanding of her own past experiences and her perspective 
based on a relational transaction with the experience. Learners must be predisposed to 
being influenced by the experience in order for it to be meaningful for learning. The 
authors’ third proposition, that learning is holistic, counters the emphasis that traditional 
education places on cognitive or conative processes—other factors such as past history, 
affect, and the context of learning are vital for understanding. Following up on that point is 
the fourth proposition, which is that learning is constructed, both socially and culturally, 
in a process which is hard for the learners to either see or understand. Only through critical 
reflection can students break out of their culturally imbued frames of reference for 
comprehending experience. Boud, Cohen and Walker’s last proposition is that learning is 
influenced by the socio-emotional context in which it occurs. Emotions can be either the 
‘juice’ which enriches the learning or a barrier which blocks it, but as the authors point out, 
either of these are difficult to grapple with alone. The ways in which students deal with 
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experience have a lot to do with how they view themselves-in an effective learning 
environment, students need support, trust and challenge from others to change and grow. 
Summary of Principles of the Experiential Learning Literature Pertinent to 
Inclusive Education 
In many ways, this literature shares the views of several of the other areas of 
literature. Boud, Cohen and Walker’s principles of experiential learning point out how 
important experience is for learning. That learners construct their experiences, both 
socially and culturally, has been considered in both the multicultural and social 
constructivist theory and research. Most important for this study, however, is Boud, 
Cohen and Walker’s last principle, that learning is influenced by the socio-emotional 
context in which it occurs. Emotions can either be the cause of or the block to learning, 
they say, which bears very much on classroom climate issues. 
Kolb’s work in the different stages of experiential learning is important for 
inclusion both because it points out different learning styles and because it offers a valuable 
framework for learning that evolves over time. 
Wingspread Group’s Seven Principles of Good Teaching 
I would like to introduce one final framework of teaching for higher education—the 
Wingspread Group’s Seven Principles of Good Teaching. This framework does not fit 
easily into any of the six theoretical areas thus far offered in this chapter, but is reflective of 
most. It is vital to the study, both because of its content and because I used it as the basis 
of questioning during interviews with the teachers. 
Arthur Chickering has written about issues in higher education for many years. In 
the late 1980’s, he and Rita Gamson organized a group of well-known college educators to 
develop a set of principles that would guide today’s college teaching. The Wingspread 
Study Group, as they came to be called, developed the “Seven Principles of Good 
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Teaching” (1987). These principles “assert that good practice in undergraduate education 
(1) encourages student-faculty contact, (2) encourages cooperation among students, 
(3) encourages active learning, (4) gives prompt feedback, (5) emphasizes time on task 
(that is, time spent learning the subject) (6) communicates high expectations, (7) respects 
diverse talents and ways of learning” (Gamson, 1991). The principles represent a 
divergence from traditional college teaching with its emphasis on lecture as the major 
vehicle of dissemination of knowledge. 
But do these principles reflect inclusive teaching? One good indication that they are 
useful to multicultural education is that Maxine Greene, feminist and multicultural educator, 
reproduced these principles as a model of teaching in her handbook for enhancing diversity 
on college campuses (Greene, 1989). But the question of whether these principles truly 
reflect inclusive teaching will be considered in later chapters as the teachers in the study 
compare them to their own practice. 
Saphier and Gower: Skillful Teaching 
One of the criteria of identifying the teaching at the College as ‘successful’ inclusive 
education is that it fit a standard of good teaching. I chose Saphier and Gower’s book, The 
Skillful Teacher (1987) to analyze the teachers’ behaviors described in the study. 
Although there is a wealth of how-to-teach books that could serve this purpose, I felt that 
Saphier and Gower are accessible and clear; and that their principles, although primarily 
written for elementary and secondary school teachers, can be generalized into techniques 
needed in higher education. 
What makes up good teaching? Surely, it is creating effective learning objectives 
and curriculum choices. But it is also knowing how to get the students’ attention, to keep 
momentum in the class, to be able to make clear expectations and build personal 
relationships. It is understanding how to make the learning accessible by effectively 
utilizing classroom space, time and the different dimensions of student experience. 
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In this study, I used two of Saphier and Gower’s frameworks: principles of 
learning and learning experiences. Principles of learning are ways of presenting the 
materials which make the learning powerful. For instance, what the authors term “saying 
and doing” is asking the students to verbalize what they have just experienced in an 
classroom activity. This makes the student reflect on their experience and makes the 
learning ‘stick’. Another common principle of learning is “cumulative review” where the 
teacher reminds the students of related learning they had undertaken in previous classes, 
providing powerful reinforcement for all of these experiences by tying them into a 
meaningful whole. Principles of learning are useful in all levels of education, and indeed 
are a mark of a thoughtful teacher. On the following page are Saphier and Gower’s 24 
principles of learning (Figure 5, next page). 
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1. Application in Setting: students practice new behaviors in settings where they'll be 
used 
2. Meaning: connecting to students’ personal experience. 
3. Teach for Transfer: engineering a planned sequence of activities that progressively dis¬ 
tance the skill from abstract academic contexts. 
4. Isolate Critical Attributes: highlighting and labeling them. 
5. Concrete—Semi-abstract—Abstract: follow as a progression with the introduction of 
new material. 
6. Modeling: step-wise products, procedures, and processes preserved for student 
reference. 
7. Similarity of Environment: an activity which gets minds in gear for upcoming events. 
8. Active Participation: any way you can (unison, check with a partner, signals...). 
9. Vividness: and varying of practice formats. 
10. Feeling Tone: fun, but not too much; worry, but not too much; raising level of con¬ 
cern. 
11. End Without Closure: but with follow-up at a later time.. .to invite percolation. 
12. Breaking Complex Tasks: down into simpler, smaller pieces; isolating trouble spots 
for focused work/practice; higher frequency practice/repetition of new items. 
13. Degree of Guidance: high with new tasks; withdrawn gradually with familiarity. 
14. Close Confusers: insure an adequate degree of original learning before close confusers 
are introduced. 
15. Say—Do % 
16. Mnemonics: tricks to aid in memory (keywords, images in sequence, jingles...). 
17. Sequence and Backward Chaining: first and last are easiest; just past the middle is 
hardest. 
18. Practice: massed at beginning, then distributed; smallest meaningful units; short prac¬ 
tices; overlearning. 
19. Contiguity: don’t allow practice of errors, especially with new learning. 
20. Cumulative Review: in practice, periodically include representative sample of 
previously learned material. 
21. Knowledge of Results: promptly through monitoring. 
22. Reinforcement: precise; regular, intermittent. 
23. Goal Setting: by students; ownership, specific, challenging; able to be accompished 
soon, then longer term. 
24. Keep Students Open and Thinking: e.g., supply question for which answer is right, 
deliver prompt, hold accountable. 
Figure 5: Saphier and Gower's Principle of Learning (1987) 
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Saphier and Gower use the rubric “learning experiences” to examine what students 
are experiencing in the classroom and how teachers can expand their repertoire of different 
learning opportunities. They look at such things as where the information is coming 
from- the students, the teacher, or an outside resource; or whether the teaching has any 
personal relevance to the students. Is this relevance contrived, simulated or real? Is the 
learning experience competitive, cooperation or individualized? Is it supervised, 
independent or facilitated? 
In adult teaching, learning experiences and principles of learning that steer the 
learner toward increasing self-directedness in learning are best. Those that ask the student 
to be reflective and to use higher order thinking skills are also more appropriate than those 
that are more concrete. Adults need to ilex their conceptual muscles by applying theory to 
their own large repertoire of experiences. See the following page for a chart of learning 
experiences (Figure 6, next page). 
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Checking on Learning Experiences 
1. Source of Information conventional constructed 
2. Resources Used text 
teacher 
peers 
parents 
interviews 
observation 
audio-visual 
reference books 
imagination 
experiences 
3. Personal Relevance contrived simulated real 
4. Competition competitive individualized cooperative 
5. Supervision supervised 
independent 
facilitated 
matched 
6. Expressing the Self no yes matched 
7. Degree of Abstraction concrete 
abstract 
representational 
8. Cognitive Level recall 
comprehension 
analysis 
application 
synthesis 
evaluation 
9. Structuring 
none 
content 
teacher student negotiated 
behavior 
procedures 
nroducts 
closure 
10. Grouping & 
Interpersonal 
low 
high 
moderate 
matching 
Complexity 
11. Information Complexity low moderate 
high matching 
Figure 6: Saphier and Gower’s Chart of Learning Experiences (1987) 
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Section B: Conclusion 
To summarize the points brought up by the various areas of the literature, from 
adult learning theory, important teaching behaviors for adult inclusive learning are: 
• creating activities that call for increasing self-directedness in learning; 
• understanding real-world goals of the learners; 
• creating an environment that is comfortable; 
• helping the students become more critically reflective by integrating their 
experiences into the curriculum; 
• looking for gains in students’ ability to be aware of problems, contexts and 
alternative perspectives and to be willing to participate in rational discourse and 
accept others’ viewpoints. 
Important teaching concepts derived from the research on multicultural education 
are: 
• emphasizing communication to help understand other cultures; 
• creating an environment which acknowledges differences, not deficits, and 
which is responsive, flexible and culturally reciprocal; 
• creating an environment which “gets inside the outsider”—hears the stories of 
members of marginalized groups in their own terms, which will hopefully lead 
to a “transformed curriculum” which includes new knowledge, scholarship and 
thinking which is fully inclusive (not biased toward the thinking of the 
dominant group). 
The teaching to learning styles theorists advocate: 
• using classroom exercises that utilize all types of learning styles. 
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Feminist teaching theorists suggest: 
• creating a collaborative and cooperative framework of education; 
• understanding and facilitating the underlying issues of student mastery of 
materials, 
• offering students a chance to speak about their own knowledge in the 
classroom; 
• changing the role of teacher as authority to that of teacher/facilitator, 
• helping students understand the source and position of the knowledge that they 
explore in their learning in order to understand the nature of truth and contribute 
to this truth from their own perspective. 
Social constructivists recommend the following for the inclusive classroom: 
• incorporating social learning techniques such as peer tutoring, scaffolding and 
cooperative learning; and 
• considering and facilitating the different levels of learning the students work 
through (culturally assumed meanings, sociolinguistic, epistemic frameworks, 
to psychological frameworks within that question basic beliefs and 
assumptions). 
And last, experiential educators advise: 
• helping learners construct their own learning in sociocultural contexts; and 
• understanding that students are influenced by the socio-emotional context in 
which they learn--which can either block or boost learning. 
The Wingspread Group’s Principles of Good Teaching overlap some of 
these areas of literature, but all of the principles are applicable to good inclusive teaching. 
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The principles are: 
• encourages student-faculty contact; 
• encourages cooperation among students; 
• encourages active learning; gives prompt feedback; 
• emphasizes time on task (i.e., time spent learning the subject); 
• communicates high expectations; 
• respects diverse talents and ways of learning. 
These points from six areas of educational theory: adult learning, multicultural 
education, teaching-to-leaming style theory, feminist education, social constructivism and 
experiential learning can either frame, or be reframed by data which emerged from this 
study. In Chapter Six, I revisit these principles and see whether they are enacted within the 
framework of the teachers actions. 
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CHAPTER 3 
METHODOLOGY 
Section A: Introduction to the Study 
In this research, an ethnographic and qualitative study of a semester of teaching by 
four instructors from “the College”, a small private school with a multicultural adult 
population, I described (1) some teaching behaviors and (2) some frameworks of values 
and beliefs that correlate with efforts to create effective adult multicultural and gender- 
inclusive teaching. I chose this site because my previous work had indicated that the 
education received at the College is different and more effective than many students from 
targeted social groups had experienced in the past (Moran, 1992,1993). I tried to discover 
what, if anything, in the teaching has some effect on such success. I also tried to determine 
if these behaviors are similar to those that have been identified previously as effective 
education (see Chapter Two). 
I examined the values, beliefs and actions of four ethnically diverse male and female 
teachers at the College for one semester, the spring 1994 semester, and the reactions of the 
students to their teaching. I used classroom observation, teacher self-reports and student 
responses. The teachers’ self-reports took two forms: qualitative interviews and weekly 
teaching journals. Student responses took two forms: weekly learning journals and a series 
of student focus groups which took place at the end of the semester. I subjected the data to 
quantitative and qualitative scrutiny, in the latter using grounded theory techniques (see 
grounded theory section below). 
This research is a first step towards analyzing the phenomenon of inclusive 
classroom climate. By providing a rich description of the behaviors and a deep analysis of 
qualitative interviews with both students and faculty, I hope to begin to shed light on the 
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basic question: What works to educate both men and women in a culturally diverse adult 
learning setting? 
The Framework of the Study 
Part One: Description of the Teaching Practices 
The study consists of three main parts. The first offers a description of the 
teaching practices of four teachers in a college that consists of students from many 
different ethnic and racial backgrounds. This part of the study seeks to answer questions 
such as: What types of learning activities go on in class? What do the teachers require from 
students? Are these activities described in the educational literature or are they new? 
1 obtained from the teachers: 
• course materials (i.e. syllabi, handouts, reading assignments, etc.) and 
• a short weekly teaching journal which included a time chart of learning 
activities (for every class). 
These documents included the teachers’ plans for and reactions to classes, and a 
description of any interactions the teachers had with students outside of classes. 
I analyzed these materials on the basis of several criteria, such as multicultural and 
inclusive content; individual/group learning activities; and traditional teaching criteria, such 
as clear curriculum building and appropriate transitions between learning activities (Saphier 
and Gower, 1987). I quantified as much of this data as possible (i.e., determining the 
percentage of classroom activities that are devoted to group vs. individual processes and the 
percentage of time devoted to different course objectives), in order to get a concrete idea of 
the actual teaching practices. I subjected both the daily journals and the teacher interviews 
to grounded theory analysis (see grounded theory section below). I also videotaped one 
class in each course to analyze the social interactions of teachers and students. (See 
Appendices B-M for instruments.) 
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Part Two: Values and Belief Frameworks about Inclusive Teaching 
The second part of the study examines conceptual aspects of inclusive teaching, or 
what the teachers believe makes up inclusive teaching. I explored these during two 
interviews conducted with each teacher. 
I chose to do two interviews because I felt it offered the teachers the opportunity to 
reflect upon their ‘teaching rationale’ (Brookfield, 1991) for choosing the methods, the 
learning activities, and materials for this particular diverse population of students. Because 
the issue of teaching to and for diversity is only beginning to be discussed in higher 
education, I felt that the process of considering such questions in the form of a formal 
interview and then the revisiting these questions a month later allowed insights to emerge 
over time. The interv iews were qualitative so that the teachers could offer input on the 
questions themselves, creating a finer adjustment of definition and depth. I also introduced 
the Wingspread group’s principles in the second interview in order to provide a framework 
with which the teachers could compare and contrast their actions. At the end of the study, I 
presented the results to the teachers for evaluation and feedback. This helped me maintain 
some objectivity about the study results. 
Part Three; Students* Responses to the Teaching 
The third aspect of the study is the students’ response to the teaching 
practices. Students are the richest source of information (both positive and negative) 
about effective teaching practices. I used two measures to try to assess student response: 
class learning journals and a focused discussion group. 
The students wrote responses to five questions (a modification of Brookfield’s 
learning journals) (Brookfield, 1991) at the end of each class. The questions probed for 
student assessment of effective teaching, and for feelings, both positive and negative, that 
they had during class. The learning journals ask the students for insights on their learning 
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processes. These were collected anonymously and the responses tabulated according to 
demographic criteria (gender and race, etc.). 
I recruited the students for the student focus groups using measures that would 
allow them to be anonymous. In these audiotaped discussions, the students considered 
many of the same questions I asked of the teachers, but offered answers from their 
perspectives as students. I served as active listener and group facilitator during this 
meeting.(See Appendix J for instruments). 
Graduate Studies Preparation Program (GSPP) Course and Semester 
Information 
The subjects of the research teach and study in the Graduate Studies Preparation 
Program (GSFP) a program for adult students who do not have an undergraduate degree 
but are interested in entering the graduate program. GSPP was developed to ensure that 
these non-traditional students had the pre-requisite academic skills needed in a graduate 
program. An average of 75 percent of the students that enter the GSPP program finish and 
enter the master’s programs, and sixty four percent of these students obtain a master’s 
degree. 
The GSPP courses required to enter the Master of Education programs are: Lifelong 
Learning I and II, Critical Thinking, Introduction to Graduate Writing (there is a remedial 
course for people with writing problems entitled Effective Writing Skills), Applied 
Mathematics, Computer Skills, and a choice of two out of three ‘perspective courses’ 
Psychological or Sociological Perspectives and Introduction to Arts and Humanities. 
Because these courses are mandatory, many of the students are in the same classes, 
creating a cohort effect, with a great deal of opportunity for support and interaction. 
The instructors in the study teach the following courses: Lifelong Learning I, Psychological 
Perspectives, Critical Thinking, Applied Mathematics. 
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Naturalistic Inquiry 
Because the primary purpose of this study is to provide a description of teaching 
behaviors and values, qualitative methods are the most appropriate. According to Lincoln 
and Guba (1985), naturalistic inquiry involves the following ten characteristics: (1) it is 
research involving holistic inquiry carried out in a natural setting; (2) human interaction is 
the primary way of gathering information; (3) the emphasis is on qualitative methods which 
are deep and descriptive, but not necessarily measurable; 4) the sampling is purposeful, not 
random; (5) the fundamental method of reasoning is induction and from this emerges 
(6) grounded theory, or theory developed from the data, rather than the theory being a 
priori the data; (7) the design emerges as the research progresses; (8) the interpretation of 
outcomes is performed by the subjects as well as the researcher; (9) intuitional insight (or 
tacit knowledge) is an acceptable part of the process, and (10) the focus of most studies is 
on social interaction (Borg and Gall, 1989). 
In this study, naturalistic inquiry proceeds in the following ways: 
1) The research is holistic and is carried out in the natural setting. 
Most aspects of the study take place in four classrooms at the College in 
Cambridge, Massachusetts. The learning and teaching journals and the in-class non¬ 
participant observations occur within the time frame of normal classes and class 
preparation. The study is holistic because it does not break the learning down into parts, 
but looks at the entire experience of the students and teachers throughout the semester. 
2) There is an emphasis on qualitative methods, humans being the 
primary source of data. 
All information was gathered from the students and teachers chosen to participate, 
and, although some data was subjected to quantification, most of the information was 
analyzed by qualitative means. Some specific qualitative methods I used were non¬ 
participant observations (classroom observations); informant interviews (interviewing 
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teachers individually twice during the semester), confirmation surveys at the end of the 
study when I presented the results to the teachers for feedback and modification; and a 
survey interviewing technique called participant construction, in the student focus groups 
(Goetz and LeCompte, 1984). In addition, the student learning journals and the teaching 
journals, although presented in a questionnaire form, are designed to obtain open-ended 
responses. 
3) The sampling is purposive rather than random. 
Because I identified and selected the College and because I set up selection criterion 
for teachers (see selection of teachers section below), my sampling is purposeful. Based 
on previous studies I had performed at the College, I believed that there is some 
phenomenon occurring which provided something that helped students who had failed in 
the past to succeed, but I had not yet described it or figured out why it occurred. 
4) The analysis is inductive and emergent, utilizing intuition to create 
the development of grounded theory. 
The grounded theory approach to data analysis uses a multi-dimensional 
framework to allow the data to generate hypotheses rather than having the data prove 
hypotheses. According to Strauss and Corbin (1990), grounded theory is: 
...one that is inductively derived from the study of the phenomenon it represents. 
That is, it is discovered, developed, and provisionally verified through systematic 
data collection and analysis of data pertaining to that phenomenon. Therefore, data 
collection, analysis, and theory stand in reciprocal relationship with each other. 
One does not begin with a theory and prove it. Rather one begins with an area of 
study and what is relevant to that area is allowed to emerge (p. 23). 
I used grounded theory techniques in the coding of the data by sorting the 
responses of the participants into demographically construed categories (Le., African 
American females or middle class whites) and then subjecting them to thematic analyses, 
what Strauss and Corbin refer to as open coding: “the process of breaking down, 
examining, comparing, conceptualizing, and categorizing data” (p. 61). I contrasted these 
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analyses with data from other demographic categories to detect similarities and differences. 
I also compared the journals of each teacher with those of the other teachers and with 
student journals to see if they match. Although my overall framework for the categories 
(gender, ethnic/racial makeup and economic class) set the outcomes within a sociocultural 
context, the themes are derived from the data and their interactions within the comparisons. 
In addition, the definition of inclusive education became more clear in the course of 
the study through my interaction with the participants. The theory ‘emerged’. 
5) The emphasis is on social processes, with the subjects helping to 
interpret outcomes. 
The questionnaires and teaching journals are meant to probe the participants for 
their various views of the social interaction. I also utilized study participants to help me 
evaluate the results for validity. 
Delimitations of the Study 
As qualitative research, this study is framed by certain delimitations. I would like 
to discuss these by comparing qualitative and quantitative models and to study the 
underlying assumptions in each. 
Quantitative research employs traditional or ‘positivistic’ methods, including 
laboratory experiments, questionnaires, standardized tests and statistical techniques. As I 
mentioned above, qualitative research, although employing a variety of techniques, is most 
often identified as that which uses participant observation and in-depth interviews to learn 
first-hand information about a social world from the subject’s perspective (Burgess, 1985). 
Lincoln and Guba have identified four areas of difference between quantitative and 
qualitative research. The first has to do with the nature of reality. The positivistic model of 
quantitative research assumes that there are human characteristics and creations that form a 
reality that can occur under a variety of conditions and so can be generalized. Researchers 
can isolate different variables and study each independent of others, and when this is done 
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well, predictions can be made so that these particular phenomenon can be controlled. The 
qualitative paradigm, however, assumes that no generalizations can be made from 
phenomena, that each subject or culture is different and must be studied systematically, not 
broken into individual parts. Understanding, not prediction or control, is the goal. 
Qualitative researchers would say that the College is a phenomenon unto itself, 
created by its constituent members, and what works at the College may not necessarily 
work elsewhere. Studying the College may not provide a prescription for education. 
However, some qualitative theorists propose the possibility that we can generalize 
from properly representative data. Minnich (1990) examines what she terms one ‘false 
generalization’ which occurs in this country—the acceptance of the white, middle class, 
male ethic and actions as the normal way to be, which assumes that all other peoples’ ways 
of thinking are ‘non’-normal and unhealthy. She feels that this false generalization is 
probably what led qualitative researchers to question generalization itself. But Minnich 
objects to the idea that all universals or abstractions are untrue: 
... our goal is not necessarily to undo all universals and the very idea of universals. 
It is to particularize accurately, to demystify the functions of power and hierarchy. 
It is not, after all, universalization itself, or abstraction itself, that is necessarily 
harmful; it is false universals, faulty and mystified abstractions, that concern us. 
And they concern us precisely because they mask the possibility of approaching, at 
least, visions and concepts and commitments that could inspire us all (pp. 180- 
181). 
Minnich presents the possibility of a great or overarching universal which can be 
formed from data yielded from all possible human experience, rather than the current 
theories which rely on limited data sets (for instance, studies which just include white 
middle class males). She considers the usefulness of such a universal in this passage: 
Universality is a creation of thought that moves through all limitations, all particular 
definition, in recognition of profound connectedness. It need not come only or 
primarily or most convincingly through an abstraction that creates utterly context- 
free symbols such as numbers. It can emerge from immersion in the particular, the 
individual, as well [as in stories]. Between these ideas that call to us to commune 
with each thing, each person, each moment, with full attentiveness, and to reach, 
also, for visions of connections within a whole beyond any particular, lie the richly 
complex social and political realms in which we struggle to live with each other (pp. 
182-183). 
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By examining the College teachers’ actions and attitudes in this diverse 
environment and adding them to what has previously been established as effective teaching, 
we build toward a knowledge base that can be truly representative, with moments of 
connection and particularity, but where more than one voice is heard. 
A second aspect of the differences between quantitative and qualitative research is 
the relationship between the researcher and subject. Positivistic researchers believe that the 
researcher is independent of the subject and the results. Qualitative researchers believe that 
the subject and researcher influence each other because they are inseparably connected. In 
this study, even though I was not in the classroom every session or participating at all in 
the classroom activities, the impact of my presence was felt--by the teachers who, as one 
said, felt like she was cn the wrong end of the telescope, and by the students who report on 
what they are feeling and learning at every session. Although I did my best to design a 
study that was not intrusive, observation skew is inevitable, if only by the self- 
consciousness that arises from looking at oneself and knowing that someone is also doing 
so. 
In the third area of divergence between the two paradigms, positivists feel that with 
valid measurement, cause and effect can be determined by establishing the actions that 
precede the effect in time. Naturalistic researchers feel that all elements of a social situation 
are so inextricably entangled that it is almost impossible to predict an effect from a cause. 
Descriptive research such as this study can only sort out commonalties, it cannot predict an 
absolute result. For instance, what these four teachers might believe that leads them to 
teach in a particular fashion may not be what other teachers value, and yet the product 
might be the same. This research is simply adding to the store of knowledge which, as 
Minnich says, can provide “visions...that could inspire us all (p.181).” 
The fourth difference in the quantitative and qualitative traditions is that the 
positivistic model believes that research should be as value-free as possible, ensured of this 
by research design and objectivity in data-collection. Qualitative researchers feel that 
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values invade research in every way, from the choice of theory to the methodology. The 
researcher’s duty is to point out her biases and orientations in order to set the research in 
context. This is especially true in this case, for, not only am I a graduate of the College, I 
have been an administrator and faculty member there for the past ten years. I will elucidate 
my biases within the next section of this chapter. 
Limitations of the Study 
Personal Biases 
I am a graduate of the College and a long time member of its faculty. I have 
personally experienced the “chilly” climate of traditional education elsewhere, particularly 
in certain subject areas where I was less successful. I am biased toward the education that I 
received at the College, having experienced many styles of teaching during a long 
undergraduate career which took place at many different types of institutions of higher 
education—a community college, a large eastern university, and several prestigious private 
colleges. I felt that the courses I took for my Master’s degree at the College were highly 
engaging and provocative, the peer interaction was inspiring and the standards were high. 
I am also a member of the Religious Society of Friends (Quakers) who have been 
dedicated to the advancement of equality for all people, and so hold access and success for 
people of color as a priority. I am mother to two white, middle-class sons and do not want 
to exclude males in any educational formula; by the same token, as mother to a daughter, I 
am invested in seeing the educational system provide equitable education for women. 
Steps Taken to Counter Personal Bias 
The study has several sources of triangulation of the data that help to mitigate 
personal biases (see section on validity below). I have used a variation of an instrument 
which Brookfield (1991) offers in his book. The Skillful Teacher, which he has tested and 
found to be effective (see Appendix K). All interviews and videotapes were taped and 
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transcribed. I used coding techniques, delineated in a later part of this chapter, that subject 
the data to several different combinations which provide different perspectives. 
Section B: Data Collection 
Selection of the Teachers 
I interviewed four teachers at the College using the following criteria: the first, and 
most important, was that there be equal numbers of males and females in my sample as 
well as a fair representation of ethnicities. Since the College has a high Latino-American 
population, and a high African-American population, this meant that there should be a 
representative from at least one of these groups among the four teachers. Unfortunately no 
African-American teachers consented to be studied. My study includes two European - 
American and two Hispanic-American teachers. 
The second criterion was that the instructors teach courses representative of ‘hard’ 
subjects like math and critical thinking, and ‘soft’ subjects like humanities courses. The 
latter includes what the College’s faculty term a “process” course (as opposed to a 
“content” course). Process courses at the College are the Professional Seminars and 
Lifelong Learning Seminars. Instead of offering course content which is framed by theory, 
these process courses integrate theory (which the students learned from other courses) with 
practice (in the students’ jobs and schooling), and tend to be more student driven, often 
using real life case studies (brought in by the students) as the focus of the class. I include 
one process course in the study. My sample included the courses: Applied Math, Critical 
Thinking, Psychological Perspectives and Lifelong Learning. 
The third criterion was that the teachers fit the description of being good teachers in 
all other ways—that they be well-received by the students and that their teaching is effective 
for the subject matter. At the College, there is a student evaluation system on file, which is 
open to the public. A second way to determine student evaluation is the amount of time that 
a teacher has been at the College. Unsuccessful teachers do not last long in this 
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demanding adult-education climate. The four teachers I worked with had received excellent 
student evaluations and had been teaching at the College for more than four years. 
These four teachers are Rosa, a Cuban-American woman who taught Critical 
Thinking; Luis, a Puerto-Rican male teaching Psychological Perspectives; Mary, a 
European-American female who lead the Lifelong Learning Seminar; and John, a 
European-American male, instructor of the Applied Math course. (The names are fictitious 
to preserve confidentiality). Most of these teachers were highly experienced, with five or 
more years at the college, teaching at least three courses during each semester. Rosa, 
however, could be considered more of a novice, having been at the college for less time 
than the others, and only teaching one or two courses during each semester. (More about 
the feaehers’ background and teaching experience will be provided in Chapter IV.) 
Preparation 
The data consist of the transcripts of two in-depth interviews with each of the four 
teachers from the College; selected excerpts from audio/videotaped classroom observations; 
and transcriptions of the proceedings of the student focus groups. It also includes course 
syllabi and proposed activities for each course, a weekly teaching journal which includes a 
chart of learning activities, a student learning journal and some documents that are 
descriptive of the College and the College’s teaching processes (i.e., student handbooks 
and notes of a special GSPP faculty meeting). I developed questionnaires that sought 
biographical information about the teachers and their previous experience in diverse 
settings, the teachers’ class journals and learning activity charts, and student learning 
journal instruments. Teachers and students signed consent forms in conformance with the 
University of Massachusetts’ Human Subject Review Policies (see Appendices B-M). 
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Administration of the Data Collection 
The administration of the data collection began with a verification letter I sent to 
each teacher/participant after I received a verbal agreement to participate. This letter 
informed them about the selection process and my expectations about their participation. It 
was accompanied by the biographical questionnaire and a list of issues that we would 
discuss during the study (see Appendix E and F). 
The first interview addressed the actual form of the study, the logistics of my 
coming to the first class, the form that the teaching journal was to take (written or audio- 
taped) and conceptual questions about the nature of inclusive teaching. At the second 
interview, we discussed the course’s progress, revisited the first interviews’ conclusions, 
considered me theoretical frameworks of the Wing spread Group’s Principles for Effective 
Teaching and asked open-ended questions about successful teaching at The College. 
During this interview, we also set up the procedures for the second classroom visit and the 
recruitment of the student volunteers. The third interview (over the phone) focused on the 
themes that emerged from the data and their ramification for education. 
During the first or second class, I introduced the study to the students, outlined 
their responsibilities, and obtained their permission. I talked about the learning journals, 
their import, and the necessity of asking for demographic data (see Appendices K, L, M). 
I requested that two volunteers send the learning journals to me. 
The student focus group convened at the end of the semester, where I asked them 
totally open-ended questions based on the questions about effective inclusive teaching that I 
asked the teachers, in what is called a participam construction interview (Goetz and 
LeCompte, 1982). Their interaction was audio-taped, and I made a full transcription of the 
proceedings. 
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Qualitative Data 
Teaching Journals and the Chart of Learning Activities 
I analyzed the course materials (course syllabi, handouts, etc.) for inclusivity and 
multiculturalism (see Chapter One for criteria); good teaching practices, such as clear goals, 
good communication, adequate subject coverage, etc.; and even-handed evaluation 
techniques—those that do not favor one ethnic group/social class over others. I scanned the 
Learning Activity Charts for cooperative learning techniques; for balance in classroom 
power relationships—percent of teacher-lead vs. student-lead activities-and for the general 
range of different types of activities. I quantified some of this data (see Appendices O-R). I 
transcribed and analyzed the teaching journals for emerging themes (see interview data 
section below). 
Teacher Interviews 
I developed several questionnaires to establish accurate personal and professional 
histories of the teachers involved. The first is a biographical questionnaire (see Appendix 
E) which includes ethnic background, higher education and adult teaching experience and 
information about all experiences/1 earning that has allowed him or her to interact in a 
multicultural environment. A second questionnaire sent to each of the teachers prior to the 
initial interview, probed for a broad overview of his or her theories and origins of 
conceptions about the teaching of different types of students (see Appendix F). 
In the second interview, I introduced the teachers to the principles involved in 
Chickering and Gamson’s Wingspread Study’s Seven Principle of Excellent Teaching in 
Higher Education. (1991). As I mentioned in Chapter Two, these seven principles 
provide criteria for excellent yet still traditional teaching, which I ask the teachers to 
compare to their teaching practice at the College. During the third interview, we focused on 
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the results of the study and the teachers’ reactions to these. These interviews were informal 
and the questions were open to revision by the teachers. 
I transcribed the interviews and analyzed them for thematic content using the 
software program, Ethnogmph (see Analysis of Data section below for more information 
about Ethnograph). 
Classroom Observations 
I used the classroom observations to help me establish: a) the general tone of the 
teacher in conducting the class, and b) the nature of the student participation. I observed 
the classes two times (in my first interview and during my videotaped session), and 
arranged to videotape one of these sessions. The purpose of the videotape is to allow 
others, should they so wish, to see the types of activities and the classroom “climate” that 
these teachers create. 
As stated before, the purpose of the first classroom observation was to introduce 
the study to the students and to obtain their consent. I only visited for a part of the two 
hour period, due to schedule conflicts. During this time, I observed the interaction between 
the teacher and learners, and between learners and pea's during the first weeks of the class. 
The second observation took place during the middle of the semester and consisted of the 
entire period. During this time, I noted aspects of classroom dynamics (see Observation 
Outline, Appendix G). This was the session that was videotaped 
Student Learning Journals 
The purpose of the learning journals was to keep in touch with the daily cognitive 
and affective responses of students to the teaching. They complemented the Learning 
Activities Journals kept by the teachers. I adapted the format proposed by Brookfield 
(1991) so that I could identify the students’ gender, racial /ethnic and economic class (see 
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Appendix K). The journals allowed me to compare the teachers' intentions for the learning 
activities to the students’ responses to those activities. 
I decided to withhold information from the student learning journals from the 
teachers until the end of the semester. I felt it would be the less invasive than allowing 
them to receive the results of the journals every week, which would precipitate a sort of 
‘action research’ where they could modify their teaching in response to the feedback from 
the journals. 
One teacher, the math instructor, initially refused to allow a written learning journal. 
He had a very strict rule about making the students write in math class, because he felt it 
allowed them to dwell too much on their fears. We compromised by creating a learning 
journal which he thought was “fun”, which included less writing, but answered most of the 
questions of the original learning journals (See Appendix L). 
The system for the collection of the student learning journals was: a student 
volunteer (elicited at the first meeting) passed out the questionnaires in each class meeting 
during the last five minutes of class. After the students filled them out, the volunteer placed 
them in a plain stamped envelope and mailed them to me. At the end of the semester, the 
compiled answers were given to the individual teachers. 
The teachers filled out their teaching journals and chart of learning activities and 
sent them to me in envelopes that I provided to them. After a while, I realized that John, 
the math teacher, was not filling out his teaching journals (his chart of learning activities 
was virtually the same every class), so we conducted these over the phone. Rosa, the 
critical thinking instructor, suffered a personal emergency, so she had to reconstruct the last 
four class meetings from her notes and send them to me after the semester was over. 
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I sorted the learning journal responses according to gender/racial/class background 
and compared them to the teacher’s chart of learning activities in order to determine 
consonance and/or discrepancy between the two. I also analyzed them for underlying 
themes. 
Student Focus Groups 
During the final class observation, I recruited students from every class to 
participate in a student focus group. The actual group that convened included six students— 
two European-American males, two European-American females and two Hispanic- 
Americans, one male and one female. In order to ensure freedom of expression in the 
fccus group, the students were recruited anonymously and confidentiality strategies were 
stressed The meetings, held on two separate nights, were audio-taped and the took place 
in a separate room in a different part of the building for approximately an hour and a half. 
In the focus groups, I asked the students the same questions that I asked the 
teachers at the beginning of the semester (see Appendix F). The student focus group 
proceedings were transcribed and thematic analysis performed on them. 
Faculty Responses 
At the end of the official study, I presented the findings to the teachers and asked 
for any insights that they could come up with regarding the study. Changes in factual 
information were made immediately in Chapters Four and Five. I report faculty responses 
to the data in Chapter Six. 
Analysis of Data 
Results of Software Theme Searches 
According to Strauss and Corbin (1990), thematic analysis is an effective way of 
analyzing qualitative data. Significant words, feelings or understandings that are shared by 
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the participants in a study are key to understanding a ‘culture,’ which are important clues 
to uncovering aspects of the classroom climate. The initial themes that I scanned the data 
for were words and phrases having to do with inclusion and multiculturalism. I remained 
open to other themes that emerged from the data itself, signified by a repetition of key 
words or concepts. 
In order to determine these themes, I used the software Ethnograph, developed and 
distributed by Qualis Research Associates (Amherst, Massachusetts). Ethnograph 
encourages a type of coding and analysis that is similar to a “grounded theory” coding 
which Strauss and Corbin (1990) outline in the text Basics of Qualitative Research The 
purpose of open coding in grounded theory, as they describe it, is to have the researcher 
gamer her interpretations from the data, rather than to approach the data with a pre¬ 
conceived theory and framework of coding, and from there attempt to prove it. With 
Ethnograph, I was able to, line by line, assign identifying codes to the learning journals 
and interviews of the students. Every word of every journal and interview was subjected 
to this type of coding (see Appendix N). 
As I worked through the data, patterns began to emerge. When I found a pattern, I 
gave it a conceptual code word, which I used throughout. For example, the two phrases “I 
found out that I am good at...” or “I need to be more confident that I can speak out in 
class,” both show the students assessing their own ability on some level, so I gave them 
the same code word (“self-assessment”). Sometimes one sentence had two or more 
different code words. For instance, the sentence “I need to be more confident that I can 
speak out in class” could have the codes “self-assessment” and “setting goals.” At other 
times, a phrase did not resemble any other. I gave these their own unique code words. 
I examined the four main elements—teacher interviews, classroom journals and 
instruments, and student focus group transcripts—separately for emerging themes. I then 
compared them with each other in order to determine similarity and divergence of concepts. 
Because I was dealing with affect, differences of orientation were just as significant as 
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similarities. I viewed the videotapes using socio-linguistic analysis, which takes into 
account the social structure of the participants and the accompanying language (Gumperz, 
1982). 
Validity 
In any research study, and particularly in qualitative research which has the 
possibility of subjective manipulation, the issue of validity must be addressed. Validity 
refers to the integrity of the information that was obtained through the study (Borg and 
Gall, 1989). The first question to ask is: Was the study designed to adequately answer the 
questions that it set out to answer? 
Although all qualitative data is necessarily rough and subjective, I think that an 
examination of the primary instrument used to obtain data, the Student Learning Journal, 
developed by Brookfield (1991) to provide teachers with data about the students’ cognitive, 
metacognitive and affective responses to the learning activities would indicate a firm 
foundation upon which to uncover data about classroom climate, especially if response rate 
is good (which it was in this case). And, since these learning journals have already been 
tested by Brookfield for effectiveness, this strengthens their validity. I framed the teaching 
journals around the questions in the student learning journals, which allows for a sort of 
internal validity test (the students corroborate the teachers and vice versa), which adds to 
the strength of the learning journals. I also attempted, with the other questions that I 
included, in the teaching journals, the chart of learning activities, and the teacher and 
student interviews, to include as many aspects of the teaching process as possible-for 
instance the impact of class size, age and readiness; and the teachers’ weekly concerns 
about the class, both about the group (the class) or about individuals in the group. Because 
I obtained both the teachers’ and students’ viewpoints about how each dimension aids or 
detracts from the learning process, I feel this study effectively uncovers a good deal of 
information about inclusive teaching and learning behaviors and classroom climate. The 
fact that the study took place over the whole semester adds to its credibility. 
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Another issue of validity in qualitative research is the possibility of a sort of 
researcher myopia-looking at the situation through only one perspective which can give an 
enroneous view of the situation. This has been addressed by qualitative researchers 
through the technique of triangulation, which attempts to access the data through many 
angles. I address how I triangulated the data in the next section. 
Triangulation of the Data 
Triangulation of data, or trying to get information from as many different 
perspectives in any given social situation, is very important in qualitative study. Borg and 
Gall note that: 
...each social researcher is likely to concentrate on different aspects of a “confused 
reality, which is too complex to study in its entirety. A partial solution to 
understanding this complex reality is iriangulation of methodology, that is, us:n° 
several methods to study the same object. Shipman maintains that when the 
investigator uses only one method, the result is “a one-dimensional snapshot of a 
very wide and deep social scene” (Shipman, 1981, p.147). Triangulation can also 
be achieved by collecting essentially the same data from different samples, at 
different times, and in different places. In this sense, triangulation is simply a form 
of replication that contributes greatly to our confidence in the research findings 
regardless of whether qualitative or quantitative methodology is used. (1989, p. 
In this study, I triangulate the data by multiple observations, interviews and focus 
groups-comparing and contrasting the various perspectives of teachers, students and 
myself as researcher to help maintain validity. The student journals provided intersection 
and corroboration of the teaching journals, the videotapes offered me a chance to see if the 
teachers actually do what they said they do. The journals and videotapes gave me inward 
and outward insight into the teachers’ behaviors-helping me see what the teachers were 
hoping to gain from activities and then allowing me to determine if I thought they were 
successful. In addition, because I obtained data from so many sources—the teachers’ 
intellectual and values frameworks in the interviews, their more private projections and 
evaluation of what actually went on in the classes week by week, their classroom materials, 
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and the students’ intellectual and gut responses to the teaching, I feel fairly confident about 
the validity of the study. 
I also attempted to mitigate researcher bias by instituting a faculty post-study 
interview. I provided the data and my analysis to the teachers and asked them to determine 
if there were any misrepresentations of the data or alternative analyses to consider. I report 
some of their feedback and further ideas in the conclusion 
Validity in Participant-Observer Studies 
Borg and Gall also outline ways that validity can be threatened by the use of the 
qualitative techniques. One issue questions the quality of on-site observation, because 
groups tend to hide what is really going on from the researcher. Since there were in-class 
observations in this study, this may have been a validity problem, but it is countered by the 
fact that the data were based mainly on on-going written learning and teaching journals 
(which, as I mentioned above, is still subject to participant self-consciousness). 
Qualitative research analysts, LeCompte and Goetz (1984), point out that in 
educational situations, the stream of interaction is so intense that it is often too complex and 
subtle to record In this study, I could only sense the richness of the relationships between 
teacher and students from the journal interactions. 
The student focus group fits the description given by Goets and LeCompte of the 
key informant interview, which consists of participants who offer a special knowledge of 
the situation not otherwise available to the researcher. Since the students were self- 
selected, they may have been people who have hidden agendas, either positive or negative, 
which mar the validity of the results. Many students signed up to come, but did not show 
up. This may contribute to data skewed to the positive (e.g., all the students who came felt 
positively about the College and the teachers). 
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For a more complete analysis of the positive and problematical aspects of this 
methodology, see Chapter VI, the Evaluation of Methodology section. 
Section C: Conclusion 
This chapter has described in detail different aspects of this research which studied 
the thoughts and teaching behaviors of four teachers at a small, alternative College over a 
period of a semester to determine the values frameworks and teaching behaviors that could 
contribute to providing a classroom environment where all students feel included. I used 
weekly teaching and learning journals, teacher interviews and student focus groups to try to 
uncover all of the aspects to create a positive environment. I analyzed information from 
these instruments by means of grounded theory to ascertain some common themes. I 
report this information in the next two chapters. 
I do not intend that the results of this study be generalized to all teachers in all 
subjects in higher education. In this post-positive era, the idea of generalizing any theory 
or framework derived from a qualitative study is almost a contradiction in terms. The 
College is a phenomenon built out of its own history and setting in the sociocultural milieu 
of its origins and its process of trying to survive in the challenging real-life world of private 
colleges. I hope that this descriptive study will offer examples of successful inclusive 
teaching that can, as Minnich suggests, contribute to the vision of higher education 
currently held in the United States. It may also provide, as Merriam (1990) suggests, a 
heuristic for other teachers aspiring to inclusive teaching, by helping to illuminate their own 
teaching practices. 
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CHAPTER 4 
THE TEACHERS’ RESPONSES 
Section A: The Teachers’ Biographies 
A good part of this study is to determine what four teachers say are their beliefs 
about inclusive teaching and how they act out these beliefs in a classroom situation. This 
chapter (1) outlines the teachers’ responses to the two interviews, (2) summarizes then- 
stated reasons for their learning activities, (3) describes their actions in class (according to 
their teaching journals and charts) and (4) analyzes several aspects of their teaching 
activities (through videotape). In order to set the teachers in their standpoints of 
life/values/actions, I will begin with a brief biography and a description of each one’s view 
of the course that I monitored. 
Mary 
Mary is a tall, middle-aged woman with a calm countenance. She is a mother of 
three, and she makes many references to her children and her Armenian husband in 
conversation and in class. Mary has had a busy life as a college teacher at two fairly well- 
known private colleges in the Boston area. Mary has been teaching adults at the College 
for seven years, the second most senior teacher of the four studied. She had recently 
become the director of the College’s Center for Learning and Assessment, an essential part 
of the administrative structure, and is an active voice in the academic policy-making at the 
College. She is a ‘seminar leader’ and instructor of several courses in the GSPP and 
education departments, which center around her interest in storytelling as a means to self- 
discovery. She recently wrote her doctoral thesis on using story to aid in prior learning 
assessment in underserved populations while studying at the Union Institute. Mary is 
active in adult learning and storytelling circles and in the Armenian International Women’s 
Association. 
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Mary advises students and admissions candidates. The course she was teaching. 
Lifelong Learning Seminar I (LLL), is a seminar required as the first of a two-semester 
process of self-discovery and self-assessment centered around career goals and academic 
skills. Several years ago Mary was part of the team that developed the principles and 
activities around which the LLL is centered. 
Mary describes herself as middle class and mentions quite a few experiences she 
had in working with diverse groups of people, including a bilingual day care center she had 
directed and her experience tutoring disabled students at Endicott College. 
Luis 
Luis has been a teacher at the College for four years. Bom 46 years ago in Puerto 
Rico, he came to the United States in 1984 to work on his doctorate at Boston University. 
Luis was appointed chair of the GSPP program after he was hired and has served as 
administrator/faculty since then, although he was in the process of leaving his 
administrative position at the time of this study. 
Luis teaches courses in the humanistic vein in the GSPP program-psychological 
perspectives, sociological perspectives, critical thinking, and the two GSPP seminars (LLL 
I and II). Luis is perhaps the most philosophical and fiercely liberationist of all the 
instructors and supplements these intellectual pursuits with artistic experiments in ceramic 
sculpture. In his introductory statement, he notes that he is “(aware) of the wisdom that 
comes with the understanding that diversity is the essence of what is and (2) (has) a 
commitment to make a contribution to the expansion of that awareness in others through 
contextualized self-knowledge learning experiences...” He considers himself middle-class 
and very much a product of living on an island, where, as he puts it, people have no where 
to go and have to resolve their conflicts. 
Luis had returned to teaching the course I studied, Psychological Perspectives, after 
a hiatus of more than two years when he devoted himself to his duties as chair of the 
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department, so he reported it very much a re-acquaintance with the subject matter. In 
addition, personal events that Luis was experiencing caused him to change the focus of the 
course from an “inner and outer” focus to a more “self-oriented” (his words) course. This 
meant that he essentially redesigned the course as he went along, which caused him some 
consternation and disorientation. 
Rosa 
Rosa has been teaching at the College for four years also, although not at the pace 
of the others (she is apt to teach one course a semester rather than three). A Cuban-bom 
American citizen, Rosa is an experienced teacher, having taught in elementary schools in 
many urban settings in the Eastern seaboard, and as bilingual tutor in several colleges. 
Rosa’s other full time job is as director of a program at Harvard (she obtained her Master’s 
from Harvard with a double major in philosophy of language and education). She has 
done official translations and has written a coloring book for children, and has been 
instrumental in developing an in-school introduction to Harvard which offers students 
alternative school choices. Rosa is very active as a Spanish poet and promoter of Spanish 
poetry. She is fluent in French as well. 
Rosa considers herself working middle class, although she noted she was upper 
class as a child (in Cuba). She has been involved in working with people of different races 
and ethnic nationalities since high school and has worked as counselor and tutor to students 
in such programs as Upward Bound and after-school programs for Spanish-speaking 
people. She is also very involved in national politics with the Democratic party and is a 
member of the Cuban-American National Coalition. 
Rosa has taught this class, Critical Thinking, for four years and with very good 
reviews from students. Rosa, of all the teachers, was most anxious about being 
videotaped, but finally agreed, although she reported not being quite herself. 
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John 
John is the most senior faculty member of the four teachers, having taught at the 
College for eight years. John is BIG-over six feet tall and probably over 250 pounds. An 
ex-marine, John calls himself the essence of white European-American male, and tells of 
the mistake he made once in coming to class wearing a suit. “They were all intimidated” he 
reports, and now comes to class wearing T-shirts with humorous messages and baseball 
caps. Although he grew up in poverty, he now considers himself to be upper middle class. 
He holds two Master’s degrees: an M.Ed. from the College, an MBA, and is working on a 
third in taxation. 
John teaches math and related subjects (accounting, marketing, small business 
ownership and entrepreneurship) at the College and at two other institutions. He is a 
certified accountant and the owner of two small businesses, a horse-breeding farm and his 
accounting practice. He is married, but doesn’t yet have children. He states he has always 
dealt with diverse groups of people—in the service and growing up. 
John is fervent about teaching math at the College, his primary concern being his 
students. He gets angry at the evidence of poor prior math teaching he finds in the learners 
at the College. He is protective of his students’ tender egos. He was reluctant to join this 
study because he worried that his students would be self-conscious at a moment when he 
wanted them to relax into the knowledge they would gain, and only consented to a 
modified questionnaire (see Appendix L). 
Section B: Teacher Responses to the Interviews 
The First Interview 
The following section delineates the responses to the interview questions that I 
posed to all of the teachers. The interview consisted of seven questions (see Appendix F 
for sample). 
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A. Question One: “What principles/behaviors would you name as most 
important in your work with women and men of different ethnic and racial 
backgrounds?” 
The two women had some in-depth answers to this particular question. Rosa said 
she tries to establish some common ground between the students, allowing them to create 
paths of communication and negotiation by hearing different aspects of each others’ 
backgrounds with which they can identify. Mary starts with the individual by being open 
to what she or he brings to class. She stated “If we have assumptions about where they 
could be, should be or would be, then we’re not allowing them to express who they really 
are...” She bases her teaching in the seminar on three principles: what the students know, 
what they think they know, and what they need to know in order to master graduate level 
work. Working through the first two principles gives the students the third. Students have 
called Mary’s way of teaching “wise schooling,” based on an article by Claude Steele 
(1992) about increasing minority success rates in college by increasing student self-esteem 
and validating their right to be in higher education. She related how a student said to her, 
“I never allowed education to touch me. I kind of dealt with it on the surface, but I did not 
allow it to get to me, because I wasn’t included—I wasn’t a part of that population.” 
Another student compared her teaching methods with the tenets of philosopher Martin 
Buber, saying Mary constructs an “I -Thou” relationship with students. Mary sees herself 
in a series of what she calls “connected conversations” where she connects students 
together with other people and resources. In terms of day-to-day teaching, she feels that it 
is important for students to be mentally present in class, therefore teachers need to be aware 
of transitions—so that they can allow the class a chance to work through something which 
may take more time than planned or move the students onto other work when the energy 
stalls. 
In answer to this question, Luis simply quoted a fellow faculty member by saying 
that teachers teach what they need to learn. Luis identifies himself as a part of the 
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liberationist school of adult education (Friere, 1970) and epitomizes the role of teacher as 
learner. 
John talked about learning being fun and how he makes math enjoyable with 
games. Math especially, he noted, has a bad emotional history which he has to fight 
against-there are many internal struggles that are going on within students that they are not 
able to talk about until the latter part of the class. He feels that the primary thing that 
teachers need to do is care--to talk to students, take time with them and to give them 
successes. He also tries to create a relaxed environment-with his dress, his humor, and 
the way he structures the class. He has an unusual notion that learning does not have to 
happen every night, an orientation that results in pressure being relieved from students that 
just don't ‘get’ a concept on any one night. 
B. Question Two: “Do you have different ways of teaching the different 
types of students (European-American men and women, African-American 
men and women, etc.) that you encounter?” 
Rosa’s response to this question was that she tries to see individuals, not types or 
stereotypes of people. She feels that the current literature separating the two genders’ 
learning styles is a part of a dichotomizing tendency in this culture which she tries to get 
away from. It is not that she does not allow differences in people, she said, but she allows 
the student to determine if she or he has differences that must be addressed in the class. 
Rosa offers the student opportunities to tell her about her or his needs. She said she tries to 
create an environment where students feel safe to be challenged—where they attempt to do 
something which they did not try before because of being blocked by fear. Rosa does not 
minimize the effect of personal history and culture on learning. Different cultures, she 
noted, have different messages they give to their inhabitants (for instance, in her 
experience, Latin cultures say women should not think), but this is part of what can be 
challenged in the safety of the classroom. She defined an inclusive environment as one 
where everyone is important in their own way—no one is dismissed. 
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Mary only pays attention to differences in students, she said, if there are learning 
problems (i*s., a student needs to be close so that he can lip-read). Like Rosa, she leaves 
the choice to differentiate up to the students, and she finds that by staying “open” people 
tell her their needs. It is not that she is unaware of difference, she noted, but it is not 
central to her teaching. What is most important to her is to uncover the student’s natural 
talent, and work from there. If there are parts of them that are not talented she asks them to 
recognize this and take action. She has students explore what they have done in their lives, 
because it is usually more than they think. By finding this out, they obtain the self-esteem 
they need to progress. Mary had a previous experience with Cambodian workers that 
convinced her of cultural differences in ways of acting and thinking, so she feels that it is 
important that teachers educate themselves about their students’ different backgrounds. 
She also thinks that the whole structure of western society embodies the white male ethic 
(she paraphrased Peggy Macintosh’s saying “You can’t just add women-or Native 
Americans, or Asian Americans—and stir)” and hopes someday to be in on the restructuring 
towards equality. 
Luis, like the other teachers, sees all students as different—not as part of a group. 
He stated he has been consciously trying to let go of his prejudices by looking very 
carefully at himself. Coming from Puerto Rico is an asset in this process, he says, because 
racism does not exist as it does in the United States (not, he says, that it and classism are 
non-existent on the island, they come in different forms which are not as destructive). He, 
like Mary and Rosa, tries to hold back and listen to what the students tell him are their 
needs. This is a challenge in English, he says, because of the possibility of 
misunderstanding others’ cultural context. 
John parallels the other teachers in this line of thought—everybody in his classes, he 
said, is equal but different, and he finds it important to find out their culture. Math is 
different in different societies, he stated, and if he can identify a person’s math ‘culture,’ he 
can work within that paradigm to help them in their problem-solving. He does not like to 
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jump to gender-based assumptions. (For instance, he asks about students’ hobbies in 
order to see their interests and what examples he can use to help them. He’s found that the 
women in his classes often have unusual hobbies.) He tries to explain math to three levels 
of math leamers~the abstract, the semi-abstract, and the concrete thinkers, and to relate 
concepts to everyday experiences (i.e., teach negative numbers by comparing them to a 
checkbook). 
C. Questions Three and Four: “Are there any cognitive (or intellectual) 
student responses that you either expect to see, hope to see or gear your 
teaching to produce? Are there any affective (i.e., emotional, value-laden, 
etc.) student responses that you hope for?” 
Rosa noted that in critical thinking the interplay between the mind and the emotions 
is constant—for example, understanding the difference between facts and opinions. She 
emphasizes that values are incredibly powerful, and that it is important for the students to 
know their own values and how they affect their judgments. She expects them to know the 
tenets of critical thinking (facts/assumptions, problem-solving heuristics, negotiation 
strategies, etc.), but she acknowledges mind/body connections also. In fact, one of the 
readings in her course is The Relaxation Response by Benson (1975), which advocates 
deep relaxation for effective thinking. She begins every class with a short meditation on 
various aspects of fighting fear in order to succeed. She encourages the class to ‘bond’ 
together, creating a ‘buddy system’ by pairing students up to call on each other during the 
week to help them through a tough assignment. 
Mary wants learners to be able to assess themselves and to identify their intellectual 
skills, a kind of metacognition. She offers students academic language that describes 
cognitive abilities (Bloom’s taxonomy of cognitive skills). She thinks this empowers 
people, for they are able to appreciate their own learning. For affective skills, she wants 
people to understand the importance of trust and shanng~of being emotionally connected. 
She does not insist that students share, but she just “holds the space” open for them if they 
care to. She finds that the GSPP students generally do-it helps them “get the jitters out.” 
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She is fascinated at the importance they place on being able to be authentic-really 
themselves —in front of a group of people who are strangers. 
Luis wants the learners to know themselves as well as to obtain an overview of 
psychological concepts. He stated “I hope to see...more than a critical thinking, it is a 
creative way of thinking about themselves ...because they have to assess themselves, the 
field, and the schools of psychology, and how they can use this—apply it for their own 
benefit as professionals and practitioners and human beings with friends and families and 
their relations.” He hopes that students will exhibit curiosity about learning. “Fear, anger, 
joy, discovery —” Luis stated emphatically, “students experience all these in this class.” 
John wants the students to cover the mathematics in a basic math text-geometry, 
problem-solving, reading charts and graphs, basic statistics and algebra. He hopes that 
they will do this by experiencing success. He wants students to use this success to teach 
others, and he has an elaborate peer tutoring plan built into his grading system. 
D. Question Five: “What are other elements besides teaching practices that 
you think are important for successful teaching (i.e., class size, academic 
readiness, age or experience of students, etc.)?” 
All the teachers mentioned class size as a variable, holding the optimum to be 
around fifteen to eighteen students. John does not mind classes as small as ten or as large 
as twenty-five, noting that due to his techniques, he can handle large classes. He thinks 
that the personal exposure in small math classes can be more intimidating for the 
participants. Rosa and John said that age was not an issue—John related an experience of 
being able to help a thirteen-year-old understand math-but Luis feels that the work he does 
must be done with adults. 
None of the teachers feel that academic readiness was an issue—Rosa had never 
thought of it and had assumed that it was taken care of through the admissions process. 
John stated that all he wants students to know are the multiplication tables, and even if they 
do not know these, they seem to learn them fast. Luis, however, feels that motivation, 
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especially around self-discovery was invaluable to his teaching. He does not demand 
participation in class, he noted, just a dedication to the process of self-assessment. 
E. Question Six: “Are there any authors or educational philosophies that 
you espouse? Can you tell how you utilize them in your classes?” 
The teacher offered so many varied responses this question that I was amazed. 
Their responses ranged from none to an exhaustive list of philosophical and psychological 
schools. Rosa cited psychologist Howard Gardner (creator of the seven intelligences 
theory), Roger Fischer for negotiation strategies, Harold Benson {The Relaxation 
Response) and Paulo Friere (education for liberation). Mary called on developmentalists 
like Piaget and Erikson, adult educators such as Brookfield, Mezirow and feminist writer, 
Elizabeth Minnich. Luis traced his line of thinking from the existentialists, through the 
early psychologists and phenomenologists, to Friere and the “facilitation of learning for 
liberation” movements. John said he “steals from anybody”—he starts with what works for 
him and builds from there. 
F. Question Seven: “How do you feel your personal identity 
(ethnicity/gender/social class/sexual orientation/age, etc.) impacts your 
teaching and your students view of you as a teacher?” 
All of the teachers were aware of their image and its effect on the students, but Rosa 
and Luis spoke very seriously about their responsibilities as members of ethnic groups. 
Rosa thinks of herself a mentor to other Latinos and Latinas. Here is an excerpt from our 
interview: 
[Rosa] I hope that it would widen [people’s] horizons, so that they can hopefully 
appreciate the vision and excellence that a Latin woman can embody. I know many 
of my students have come up to me afterwards and thanked me for doing that...Not 
that I’m trying to say that I am great. Many people say that it gives them exposure 
to a model that they may not have had. I’m very proud of being a Latin woman. 
[Kathleen] But doesn’t it put a lot of pressure on you to be excellent and articulate? 
[Rosa]...This is my responsibility in society and one that I give a high priority to... 
[Kathleen] You have more responsibilities than a male-say a white male-to be 
excellent? 
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[Rosa] Absolutely. There are many negative stereotypes that are being promoted 
daily through the media and throughout society. Hispanics have been excluded 
from intellectual circles, we have no national leaders-that’s basically what it is and 
what I have to overcome. I don’t feel that it’s a fair playing field for a Hispanic 
woman, not at all. 
[Kathleen] How does that impact your teaching? 
[Rosa] It gives me a great sensitivity and a desire to empower... 
Luis found out several semesters ago how much of a mentor he could be for Latino 
males. He had described his doctoral thesis to the class, and overheard two Latino students 
tell each other how inspiring it sounded. 
Mary does not think her persona as a middle class white woman has any impact at 
all on students. If anything, she thinks her ability to be calm and listen help people to be 
calm themselves. She mentions marrying into the close cultural group of Armenians which 
originally excluded her, so she “knows what is like to be an outsider.” 
As mentioned before, John is very aware of his appearance and its import—he, as a 
big white male, can be intimidating. He does many things to counteract this-make jokes, 
poke fun at himself, put his baseball cap on backwards-anything to lighten the situation. 
Summary of Responses to the First Interview 
(1) The principles that the teachers state as important for teaching women and men 
of different cultures are: 
• creating common ground to effect communication between students; 
• being open to where the individual is and using students to assess what they 
need to leam in order to be successful; 
• being aware of the pulse of the class in order to be able to pace the class to meet 
the students’ emotional needs; 
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• becoming aware of the teacher’s own learning needs, and not being afraid to 
learn along with the students; 
• making the learning fun, or at least not emotionally threatening. 
(2) The teachers universally did not teach to different cognitive or learning styles 
associated with any gender or ethnic background, but were responsive and alert to different 
needs that were initiated by the student. 
(3) The teachers listed several other skills they want students to learn other than the 
subject matter of the courses they are taking. These are: self-awareness which includes the 
connecting the mind with the body, metacognition (awareness of their cognitive abilities) 
and self-knowledge. 
(4) Elements other than teaching practices that are important to effective teaching of 
diverse populations are mainly class size. And finally, 
(5) The teacher’s personal identity has little to do with the students’ learning, 
although teachers who themselves are members of targeted social groups may find 
themselves mentors to students who are from that same group. 
The Second Interview 
The intent of the questions in this second interview was to have the teachers 
examine a framework of exceptionally good-yet still traditional-principles of teaching and 
see whether their teaching differs from these in anyway. I used Chickering and Gamson’s 
Wingspread group’s Seven Principles of Good Teaching as the model. Tne principles state 
that “Good practice in [higher] education 1) encourages student-faculty contact, 2) 
encourages cooperation among students, 3) encourages active learning, 4) gives prompt 
feedback, 5) emphasizes time spent actually working on the subject to be learned (time-on- 
task), 6) communicates high expectations, and 7) respects diverse talents and ways of 
learning” (Gamson, 1991). 
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For the most part, the instructors all agreed with the Seven Principles, and were 
surprised and pleased to find their teaching values reflected in the literature. They did, 
however, uncover some additional principles that they wanted to include in the framework 
of good teaching. 
Rosa noticed that her emphasis on student self-awareness on all levels—body, 
emotions, perceptions, personal needs, aspirations and limitations-was missing from the 
Seven Principles. All of the other teachers corroborated this and also called for a principle 
that advocates student self-assessment. (Self-assessment differs from self-awareness 
because it asks the student to measure themselves against an external standard.) Rosa also 
wished to include a direct reference to respecting different cultures and histories-the 
Wing spread Principles only mention respecting diverse talents and learning styles. 
John mentioned the need to deal with feelings, especially fear of mathematics, 
which includes developing a way to test for skill in a non-threatening manner. Test 
anxiety, he said, runs high in his classes, although he attempts to ameliorate it by having 
students do practice tests. He noted that math especially can create a negative self-image, 
because people often make mistakes. He tries to demystify math. Too many times, he 
said, math instructors assume the role of expert, when empowerment (and therefore 
learning) comes by allowing the student to be the expert. John wanted to include the 
concept of learning as fun in the Seven Principles. 
Luis took the idea of student empowerment by demystifying the role of the 
teacher/expert one step farther by talking about his practice of the ‘teacher as learner.'7 He 
makes himself do what the students do and shares his internal process with them. In this 
way, he feels that he is able to model self-awareness, self-assessment and personal change- 
-being able to unfreeze, change and refreeze. He believes this process is learning. 
Mary appreciates the Principles but feels that missing was the idea of needing to 
throw out a challenge, which may or may not be cognitive. There are many personal traits, 
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she noted, that get in the way of learning, but academics do not allow feelings or behaviors 
to get into definitions of learning. In the following passage, she describes her thought on 
allowing students to assess and validate informal learning. She calls this “soft learning,” 
learning that is not found in a formal educational setting, but gained outside of school. Soft 
learning may or may not be credit worthy at this time in our society, and is more akin to 
some of the lesser accepted intelligences in Gardner’s theory of multiple intelligences, such 
as being able to handle other people (interpersonal knowledge) or being able to know 
yourself (intrapersonal knowledge). 
Soft learning is not valued. It’s the hard learning, the theories, the academic 
language [that’s valued]. In doing that, we are denying access to a lot of people 
and I have a serious problem with that. What I am trying to do is provide an 
environment where people can express themselves, wherever they are and be 
validated for what they are. [Then] they start to make the links io more formal 
academic language. 
Mary tries to offer students multiple ways of assessing themselves in order to acknowledge 
different intelligences. This allows them to experience an academic “healing” which allows 
them to be successful on other academic planes. Here is another portion of her interview: 
...if we are looking for the same sort of outcomes that we might find in the upper 
middle class school traditions without a highly supportive learning environment, 
we’re not going to get it. [The students think] “Whatever I do, it’s not going to be 
good enough.” I think some of the people that we see here are people who say 
“I’ve never made it before, but I’m going to try this one last place, and if I don’t 
make it, I’ll give up.” So, when they find out that they might be good enough, or 
that they are achieving, they experience disbelief, both in themselves and in the 
system. But if that dissipates, then an energy takes place. And there are strong 
feelings that come from that... A place like the College can be an academic healing. 
Mary also feels that the Seven Principles leaves out the social aspects of learning— 
allowing the group to develop the emotional safety that allows them to express feelings. 
She blames the educational system for not allowing feelings and values a place in learning: 
“We confine ourselves to skills and competencies and knowledge-based learning that is 
easy to assess and not as controversial.” Mary lets the group provide the environment for 
students to present themselves authentically. This may mean an expression of feelings, 
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which may be painful to listen to, but ultimately acts to bind the group together. When 
students cannot be authentic, Maiy does not think that learning occurs. 
Summary of Responses to the Second Interview 
The teachers would like to see several concepts be added to the Wingspread 
Principles which state that “good practice in [higher] education 1) encourages student- 
faculty contact, 2) encourages cooperation among students, 3) encourages active learning, 
4) gives prompt feedback, 5) emphasizes time spent actually working on the subject to be 
learned (time-on-task), 6) communicates high expectations, and 7) respects diverse talents 
and ways of learning” (Gamson, 1991). They would like to say that good teaching 
includes: 
• encouraging student self-awareness on all levels; 
• respecting different cultures and histories; 
• dealing with student feelings and fears; 
• empowering the student by demystifying the teacher's authority by exposing the 
teacher as learner; 
• allowing students to asses and validate informal learning; and 
• acknowledging and including the social aspects of learning. 
Section C: Analyses of Classroom Interactions 
In this analysis of classroom interactions, I describe classroom materials and 
activities. I analyzed syllabi and course materials for effectiveness and instructor intent. I 
looked at the entire semester of classroom activities and compared them to principles of 
teaching espoused by the Wingspread group and by a deeper analysis of traditional teaching 
skills. I examined these activities to determine what underlying learning goals the teachers 
had, both stated and unstated. I also quantified activities to determine how much of the 
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classroom was devoted to different interaction formats and to uncover the purpose they 
served. I looked at the teachers’ system of evaluation to discover whether it was fair and 
reflective of the course intent. And finally, I analyzed the courses for multicultural and 
inclusive themes. 
Course Content, Intent, Syllabus 
In the following section, I describe the course content as it appears in each class’s 
syllabus, including goals and objectives for learning. 
Mary's Course: Lifelong Learning Seminar I 
Mary’s eight-page syllabus details objectives, performance outcomes and activities 
for this seminar. In it, she writes that the course is: 
...a forum for sharing ideas and diverse resources; the seminar makes our collective 
and individual work more manageable and meaningful. A diverse adult learning 
community is an exciting opportunity to learn how others react to our ideas, as we 
learn from one another. This Lifelong Learning Seminar guides your exploration in 
three areas, documenting what you know, assessing what you think you know and 
determining what you need to know. As we begin each discussion or activity, we 
identify the link with the six core competencies in the Graduate Studies Preparation 
Program-effective writing and communication, critical thinking and quantitative 
literacy, and understanding self and organizations. These six core competencies 
provide a baseline for examining prior learning and measuring new learning. By 
the end of this semester, you will have for your use a skills and learning styles 
profile, a description and assessment of selected informal learning, a career goals 
statement, a self-directed learning contract, a group oral presentation and summary 
of first semester learning. These accomplishments employ the six competencies 
and also serve as evidence of your learning. 
Generally, the course is to enable the students to assess themselves in the six core 
competencies and to provide them with experiences which serve as the bases of these self- 
assessments. The feedback they receive comes from both the instructor and their peers. 
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Luis's Course: Psychological Perspectives 
Luis's intent for this course, as specified in the syllabus, is that it provide a safe 
environment for students to examine themselves through the lens of four psychological 
perspectives. These perspectives are: “1) Evolving Self (Self as Potential), 2) Spiritual 
Self (Self as Soul), 3) Healing Self (Self as Healer) and 4) Social Self (Self as Change 
Agent).” His rationale for the course is: “to collaborate with others as professional 
managers, counselors or teachers, we need to be whole and wholeness is possible through 
self-understanding as spiritual and social beings.” The course syllabus includes direct 
references to the student and instructor as co-planners and members of a common support 
system. The students were to produce a class presentation on some topic that related to the 
four perspectives and to write a term paper analyzing themselves in the light of the four 
perspectives. 
Rosays Course: Critical Thinking 
Rosa’s course syllabus is precise in stating what she hopes students will learn 
during the class. She writes: 
In this course, you will develop skills that will facilitate your critical reading, critical 
writing and critical thinking. You will partake in activities that will develop skills 
with which you can identify your thinking skills, gain new perspectives on how 
you think, and even challenge your old ways of thinking. And most important, you 
will gain the skills that will enable you to create new alternatives for solving a 
problem, deciding on a conclusion, or just accepting information. You will be able 
to apply these critical thinking skills in your studies at the College, in your 
business, and in your personal life. Throughout this course, you will learn by 
participating in problem-solving groups, analyzing case studies, writing short 
papers, reading provocative writings from newspapers and academia, and 
producing class presentations. 
The micro-skills she hopes to teach are: learning how to get verifiable facts, 
summarizing, prioritizing information, identifying main concerns and issues, recognizing 
similarities and differences, assumptions and opinions, spotting bias and logical 
inconsistencies, formulating appropriate questions, seeing situations from different 
perspectives, visualizing implications and creating alternatives, and developing clear, 
83 
incisive and convincing arguments. She includes a number of affective skills in the 
repertory of skills she hopes the students will learn: knowing how to deal with change and 
stress, accepting failure as only temporary and refraining it for success and knowing how 
to resolve conflicts in a group situation. She also includes some broader objectives such as 
familiarization with adult learning theories, analytic reading, problem-solving, self- 
assessment and “empowering the individual with clarification of personal values”. 
Rosa asks that her students complete the following tasks to show their 
competencies in critical thinking: 1) attend and actively participate, 2) write three analytical 
papers (a critical analysis of a newspaper article, a comparison of two writers on the same 
theme and a written argument, and 3) present a group case study. The class reads two 
books: Fischer’s Getting To Yes and selected parts of Benson’s Relaxation Response. 
John’s Course: Applied Mathematics 
John’s course, Applied Mathematics, is similar to an introductory math course at 
the college level, but different because he includes statistics and geometry with the basic 
mathematical and algebraic subjects. His intent is to offer students who have never been 
successful in math optimum experiences with mathematical concepts that are useful in life, 
so his course is a bit eclectic. His purpose, as stated in the syllabus, is to “assist the 
student in thinking in mathematical terms.” The mathematical topics he covers during the 
semester are: mathematical order of operations; interpreting and preparing charts, graphs 
and histograms; interpreting statistical data and understanding correlations; basic geometric 
concepts (Pythagorean theorem, area, volume); solving equations using negative & positive 
integers; algebraic concepts up to multi-variable problems; and understanding how to break 
down and solve word problems. 
John grades on the basis of completed homework and the results of two tests. He 
offers bonus points for either giving or receiving peer tutoring. 
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Summary of Course Content. Intent and Syllabus 
The courses run a gamut of educational experiences, from more innovative courses 
such as a life/work career analysis course, and a course based on psychological self 
knowledge to the more practical critical thinking and math courses. Course objectives and 
intent follow these lines (some unusual, some more mundane). There are many objectives 
that call for gains in affective processes, such as communication, self-awareness and self- 
assessment. 
Analysis Of Teaching Practices 
In this section, I analyze the different courses for evidence of good teaching 
practices. In the first part, I look at the courses through the lens of the Wingspread group’s 
Seven Principles of Good Teaching (Gamson, 1991). In the second portion, I analyze the 
courses under the closer focus~a kind of a micro-level of teaching—using techniques and 
frameworks delineated in Saphier and Gower (authors of The Skillful Teacher: Building 
Your Teaching Skills, 1987). I ask the questions: Are the objectives of the course clear and 
formed on the basis of some sort of an academic standard? Does the organization of 
learning experiences and the learning experiences themselves support the achievement of 
these objectives? Does the teacher utilize different principles of learning for different 
subjects? Finally, is there a clear, non-biased method of evaluation that is linked to 
learning to be achieved? Here are the analyses. 
A) Comparison Of The Teaching With Wingspread Model 
In the following paragraphs, I compare the teaching with the Wingspread group’s 
Seven Principles of Good Teaching (Gamson, 1991). 
Mary’s Course: Lifelong Learning Seminar 1 
Compared to Chickering and Gamson’s Wingspread group’s Seven Principles of 
Good Teaching (Gamson, 1991), Mary’s class is exemplary. The first principle, 
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‘encourages student-faculty contact’ is carried out extremely well in Mary’s class-not only 
does she meet with students at least once during the semester, she also offers them weekly 
contact by means of her technique of giving dialogue-like ‘feedback cards’. This practice 
also exemplifies the fourth principle: ‘gives prompt feedback,’ which Mary further 
accomplishes by assigning weekly homework which she reads and returns immediately. 
Her technique of encouraging group interaction helps create cooperation among students, 
the second Wingspread principle; moreover, it encourages active learning, the third. The 
fifth principle, ‘emphasizes time-on-task’, is borne out in the classroom by the large 
amounts of activities, in and out of class, based on the course objectives. She 
communicates high expectations, the sixth principle, by way of the products she expects in 
the seminar. Mary respects diverse talents and ways of learning in many aspects of her 
course, but the products required by the class are all written and verbal--which may not 
allow students more comfortable in other modalities a chance at offering their best work. 
She gives a great deal of personal support to students with language difficulties and 
disabilities. 
Luis's Course: Psychological Perspectives 
If we examine Luis's course through the lens of the Seven Principles it gets good 
marks. The small class and Luis's participation as a teacher/leamer encourages a unique 
type of student-faculty contact. Most of the exercises encourage cooperation among 
students and they all assure the third Wingspread standard-- active learning. Luis, although 
he was worried that he was not fulfilling his personal role as a teacher in providing direct 
feedback, had set up learning activities which provided prompt peer feedback, fulfilling the 
Wingspread’s fourth principle. The time devoted to accomplishing the task was adequate. 
The material that Luis covered was very high level, which in itself communicates high 
expectations—the sixth Wingspread principle. And last, by providing a gamut of 
educational activities (using all the expressive capabilities—drawing, writing, constructing. 
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moving), Luis showed his respect for diverse talents and ways of learning. However, 
Luis, like Mary and Rosa, demanded that the final product be in written form. 
Rosa’s Course: Critical Thinking 
Rosa does fairly well under this scrutiny. Her methods encourage student-faculty 
contact, cooperation among students and active learning, the first three of the Wingspread 
principles. Rosa was careful to give prompt feedback (her rationale for using tests was so 
that students could get feedback about their undo-standing of the different concepts). Rosa 
did much of her work through direct instruction (providing a model and then letting the 
students practice it), so she certainly emphasized time-on-task - the fifth principle. Rosa 
communicated high expectations to a certain point, alihough the critical thinking concepts 
were a bit simplistic (i.e. no work with statistics or different reasoning structures like logic 
or deductive reasoning), but she emphasized two other aspects of critical thinking- 
communication (or negotiating) and body/mind control. Lastly, although Rosa said that 
she respects diverse talents and ways of learning, she structured her evaluation methods so 
that only verbally oriented students and people that are successful test-takers would 
succeed. There were no other forms of student expression in her class than writing and 
speaking. 
John’s Course: Applied Mathematics 
The small classes and John’s personal way of interacting with each student fulfill 
the first Wingspread principle--4encourages student-faculty contact’. John had set up 
several mechanisms to promote the second principle, which is to encourage cooperation 
among students: first, the Board Victim game (see description below) which uses peer 
support and second, grade points for giving or getting peer tutoring. The Board Victim 
game encourages active learning, the third principle, and is the means for providing a good 
deal of time-on-task-the fifth principle. John, in offering grades for finished homework 
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gives prompt feedback. John certainly communicates high expectations about the success 
of the students (the sixth principle). By his acceptance of the different ways of doing math, 
John fulfills the seventh principle: respecting diverse talents and ways of learning. 
Summary of the Comparison of the Teaching with the Wingspread Model 
All the instructors fare well in comparison with the Wingspread model, using many 
different methods to follow the seven principles of learning. 
B) Effective Teaching—Micro-Analvsis 
1) Objectives 
Two questions guide the analysis of this section: does the teaching reflect the 
objectives of the course and do those objectives meet some academic standard that is 
appropriate to undergraduate level work? I used course descriptions and my experience 
with undergraduate courses at other colleges to try to establish equivalence of courses. I 
also consider the learning through the framework of Bloom’s taxonomy of learning (a 
listing of cognitive skills which define the entire process of thinking and knowing, and 
which are set up in a hierarchy from the lowest to the highest: knowledge recall, 
comprehension, application, analysis, synthesis, and evaluation). I make the assumption 
that any learning that includes or is above the fourth level (from analysis on) reflects college 
level learning. 
Mary’s Course: Lifelong Learning Seminar I 
The objectives of the Lifelong Learning Seminar (LLL) are based on adult learning 
principles (Knowles, 1978 and Brookfield, 1986) and were developed by the faculty of 
the GSPP as a team several years ago, after the team examined the needs of students 
entering a graduate program and compared them with a typical GSPP student with little 
college-level experience. (In truth, the faculty felt that many of the students in the graduate 
program with baccalaureate degrees could use the skills that were to be gained in LLL.) 
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The objectives as outlined by Mary in her course syllabus were to (1) assess the skills 
learned, knowledge gained, and values expressed in prior learning; (2) describe long and 
short term career plans-work, education, other; (3) communicate ideas as individuals and 
members of a group; (4) explain and demonstrate learning within each of six competencies; 
(5) design a self-directed learning contract for next semester, and (6) to acclaim natural 
talents and areas of expertise for self and others. Although these objectives would be 
carried on into the next semester, Mary did indeed address all of these in the class in a well- 
organized fashion, which included introductory exercises, explanatory reading and follow¬ 
up activities. She devoted 24 of the 68 exercises in the course to the objective “assessing 
skills,” “Communicating as an individual and member of a group” was a close second, 
having 23 exercises built around it. She framed ten activities around the objective 
“designing a learning contract.” “Describing short and long term career plans” occupied 
eight of the class activities, and “explaining and demonstrating learning” six. “Acclaiming 
natural talents” was the object in three of the activities. 
Luis's Course: Psychological Perspectives 
The objectives of the Psychological Perspectives course are clear, but a little 
esoteric (the “Evolving Self”, the “Self as Soul”, the “Healing Self”, etc.) and the activities 
in the course effectively support them. The original intent of the course was to offer 
different “perspectives” in psychology, based on the different schools (i.e., the 
developmental and the clinical), but, as mentioned before, Luis changed this to reflect an 
emphasis on the “Self.” Although Luis does a nice series of exercises to produce critical 
comparison of two classic psychologists, Jung and Freud, he covers very little else of 
traditional psychology. The other authors considered in the course, Gurdjieff and 
Ouspensky, are not really known to be psychologists-they espouse a form of religious 
philosophy which calls for self-knowledge, which is why Luis uses it in his course. I had 
to feel a certain sympathy for the student who asked in her journal, “Why are we talking 
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about (these subjects) in here?”. There is no question about the college level standard of 
the course (there is, an undergraduate course taught at the University of Massachusetts at 
Amherst by Gerry Weinstein entitled “Self Knowledge” which is similar in intent). The 
issue is really the appropriateness of religious thought in a social science field such as 
psychology. Luis's response to this is that there is a problem of a false dichotomization of 
body and soul in psychology which should not be honored. He points to Jung’s work in 
the occult as an example of a social scientist who refused to draw the line between religion 
and science. 
Rosa's Course: Critical Thinking 
Are the objectives of Rosa's course clear and formed on the basis of some sort of 
an academic standard? The answer is yes and no. Rosa’s syllabus identified 17 objectives: 
to learn how to (1) get verifiable facts; (2) summarize in the student’s own words without 
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paraphrasing; (3) prioritize info, identify problems, main concerns and issues; (4) 
recognize similarities and differences and be able to relate these in a meaningful way; (5) 
pick out unstated assumptions and emotional factors; (6) know which are facts and which 
are opinions; (7) spot bias and logical inconsistencies; (8) deal with change and stress; (9) 
accept failure as only temporary; (10) evaluate sources; (11) formulate appropriate 
questions; (12) visualize implications and apply to appropriate situations; (13) develop a 
clear and concise argument; (14) resolve conflicts in group situations; (15) become familiar 
with an adult learning model; (16) critically read, write and think; and (17) identify thinking 
skills and challenge old ways of thinking. She offered exercises that covered most of these 
during the semester (three of them—spotting bias and inconsistencies, evaluating sources 
and formulating questions - were not explicitly addressed, although they probably were 
addressed incidentally in some of the case studies). 
But, considering this course is preparing students for graduate level work, several 
skills that are necessary to work on this level were not addressed (such as understanding 
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probability and statistical reasoning). One of the most important critical thinking skills 
needed for graduate school, developing clear and concise arguments was only touched 
upon twice in the class, as compared with the emphasis placed on knowing how to deal 
with a conflict, which was addressed nine times during the semester and which had a major 
text devoted to it. I wonder about the appropriateness of the choice of Getting to Yes as a 
text for critical thinking. Communication is indeed important for critical thinking, but 
negotiation strategy seems to be a permutation of communication outside the agenda of a 
critical thinking class. (Rosa’s response to this criticism is to note that she tried the course 
without Getting to Yes for a year, and it did not succeed because the students could not get 
along with each other.) 
John’s Course: Applied Mathematics 
Are the objectives of the Applied Mathematics course clear and formed on the basis 
of some sort of an academic standard? Indeed, John’s class did meet the standards of an 
introductory college math class, since it is based on a text written for that purpose. 
Summary of Effective Teaching - Micro-Analysis of Objectives. The 
teacher’s activities in the courses generally reflected the objectives stated on their syllabus, 
which in turn generally reflect academic standards found in higher education. Mary’s 
course, Lifelong Learning Seminar, is unusual, but based on principles of adult learning. 
Luis’s course, created to evoke self-knowledge, is esoteric, but has precedents in other 
higher educational settings. Rosa’s course is fairly typical of a standard critical thinking 
course, but has perhaps too much of an emphasis on conflict resolution. John’s math 
course is a standard undergraduate mathematics course. 
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2. Organization Of Learning And Learning Experiences (Activity Formats) 
In this section, I consider the following questions (from Saphier and Gower): Does 
the organization of learning experiences and the learning experiences themselves support 
the achievement of the objectives of the course? How many of the activities were of real 
and vital interest to the students? Was the class geared to student self-expression and in 
what modality? How much control did students exercise over their own learning? What 
was the balance of abstract to concrete information? On what cognitive levels (i.e. 
Bloom’s taxonomy) did the students function? Were the exercises cooperative or 
competitive? 
In addition, I undertake to describe the types of activity formats the teachers use in 
the class. These were reported in their activity charts accompanied with an estimate of time 
which indicated how long they went on. I quantified this information by calculating what 
percentage of the class was devoted to any particular type of activity format. 
Mary’s Course: Lifelong Learning Seminar 1: 
1) Organization of learning and learning experiences 
(Note: Chan of Learning Experiences with more details can be found in Appendix 
O.) 
Mary emphasized two main objectives in Lifelong Learning: skill self-assessment 
and group bonding. It is good planning to choose these as priorities because they are key 
to several of the other skills objectives. In addition, Mary did many things within the 
learning experiences themselves to enhance the vitality and interest of the learning. Out of 
Mary’s 68 teaching activities, 61 of these were of real personal relevance to the students. 
Forty-five of these activities had the student and the students’ lives as the primary source of 
information (rather than a more conventional source such as a textbook). Mary had the 
students express themselves, either by speaking, writing or drawing in 51 of the exercises. 
Within the structure of an exercise, there are decisions that have to be made about 
the content, the behaviors required, the process needed to undertake the learning, the form 
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of the product and when the learning activity is finished {closure). According to Saphier 
and Gower (1987), the more of these that students become involved in, the more invested 
the student is in the learning. During the semester, Mary was responsible for all these 
decisions in 25 activities, the students made the decision about the form of the product 30 
times, and of more areas than the product 13 times (four of these were a completely 
student-run activity where all the dimensions were under their care). This indicated that 
Mary allowed students to exercise control over some aspects of their learning and 
sometimes even assume total control over it. 
Seventy five percent of Mary’s activities encouraged some form of student 
expression in class. She asked that they speak in 50% of these exercises, that they write in 
22% and that they draw twice (3%). Mary managed to obtain a good balance of concrete, 
representative and abstract information complexity (20, 40 and 18 activities devoted to each 
respectively). On the Bloom’s scale of cognitive information level (from lowest to highest 
level it is: recall, comprehension, application, analysis, synthesis and evaluation), 14 
included information application, all activities included at least analysis (recall, 
comprehension, application and analysis), 18 revolved around synthesizing something new 
from the information available and 5 required that students use all of these plus the skills of 
evaluation. None of Mary’s activities were competitive: all were cooperative. Clearly, in 
all activities, Mary required a high level of cognitive interaction, asked for several different 
forms of expression, encouraged responsibility for learning, and framed learning activities 
around issues of real concern to the students. 
2) Description of activity formats 
(Note: Chart of Learning Activities with more details can be found in Appendix O.) 
Mary’s class spent the most time in whole group activities (31%) which 
included whole group discussions about topics they wanted small groups to study and 
planning for next semester’s activities. A large part of these whole group activities 
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planning for next semester’s activities. A large part of these whole group activities 
consisted of individuals reporting about themselves to the whole group (i.e., about their 
various expertise, their commitment to a learning contract or their usual role in a group). 
One segment of a class was devoted to group feedback to individuals, and the group 
extended their class time to have a farewell potluck get-together on the last class. 
Another form of whole group interaction, small group presentations to the 
whole group, took up 16% of the class activities. During small group reports, a 
spokesperson recounted conclusions that the group came to during small group work 
(which took place in at least four classes and took up 9% of the total time) or they actually 
researched a topic outside of class and presented the information to their classmates. In 
another type of presentation to the group, which I called a “circle of individual 
presentations to the group,” each of the students was required to prepare a statement 
(usually about themselves) to offer to the group and was called upon in turn to speak. This 
took 5% of the class, and was considered to be a very rich form of interaction by the 
students. 
Lecture/discussions and lectures were the next most common of Mary’s 
classroom activities with 13% of the total time devoted to them. Lecture/discussions are 
teacher-lead discussions where Mary elicits information from the students to provide a 
theoretical framework for the activities she has planned. These are contrasted with straight 
lectures, where Mary provides the information she feels necessary in a summary form. 
Mary lectured only 3% of the time. 
Another form of peer interaction, paired discussions, were a large part of the 
Lifelong Learning Seminar (7%). Generally, the dyads reviewed each others’ self- 
analyses, but there was one class where they interviewed each other (using tape recorders) 
about a “powerful learning story.” 
Activities geared toward individual work in the classroom were rare in Mary’s 
seminar. She asked people to write learning journals and do a ten minute free-write 
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(Elbow, 1984). More often she called upon individuals to make presentations to the group 
(i.e., a student who read a particularly potent “learning story” or guest speakers from 
previous classes who spoke about the GSPP program). Mary also asked a woman who 
left the seminar to come and say good-bye to the class. These activities took up 1 % of the 
class time. 
Mary spent an average of 10 minutes (7% of total class time) each class session 
reviewing the syllabus, previewing exercises that the students were about to do 
and stating expectations for the different projects the students were about to undertake. 
Administrative tasks (such as student registration, filling out different questionnaires 
for the College, etc.) consumed another 4% of the class time. (See Figure 7 next page for a 
chart of learning activities.) 
Figure 7: Chart of Mary's Activity Formats 
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Luis's Course: Psychological Perspectives: 
(1) Organization of learning and learning experiences 
(Note: Chart of Learning Experiences with more details can be found in Appendix 
O.) 
Luis built his course around understanding the basic concepts and operating 
principles of four different perspectives of “Self”: “The Evolving Self”, “The Self as 
Soul”, “The Healing Self” and the “Self as Change Agent;” and expanding the awareness 
of the student’s self through experiential research in the context of their lives. He 
organized the learning very effectively, starting out by the student depicting her ‘self (as 
she currently saw herself) in terms of a collage, and working through the various aspects of 
the evolution towards self-knowledge and change. Luis had the students spend more time 
on the “Evolving Self” and the “Self as Healer” perspectives-the “Self as Soul” only had 
two activities devoted to it and the “Self as Change Agent” only one. The students returned 
to the original exercise they began with~a collage of self-to use it to comment on their 
growth and self-knowledge, a very effective way of summarizing learning. 
Luis created 16 out of 31 exercises that were of real personal relevance to the 
student. He was extremely ambitious in including exercises that were mainly obstructor 
representational (27 activities out of 31) rather than concrete. Analyzing the activities by 
Bloom’s taxonomy of cognitive activity, he included five activities that used the cognitive 
skills of application, fifteen activities requiring analysis, three that had students using skills 
of synthesis and seven that had the students use all of these and evaluate the outcome-very 
high cognitive level activities. He asked the student to express themselves in four 
modalities: construction (of a collage)—3% of the total activities; speaking (55%); drawing 
(10%) and moving—using their bodies to act out or depict salient features (10% of the 
activities). Luis chose the form and function of all the parts of the learning process 15 
times, allowing the students to choose the form of the product 11 times—a very high 
percentage of student taking responsibility for their learning. In the four group 
presentations, the students were in control of both the process and the product. All of 
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Luis’s exercises were cooperative. Luis’s course was well organized, utilized extremely 
high levels of cognition, called for a great deal of different types of student self-expression 
and placed a very high degree of responsibility for learning on the student. 
2) Description of activity formats 
(Note: Chart of Learning Activities with more details can be found in Appendix O.) 
Luis’s focus on self is reflected in the importance that he placed on in-class 
individual activities (17% of the classes), which is just below the percentage of whole 
group discussions he led about the reading homework (18%). The in-class activities 
depart from usual academic work by involving creation of a “personal Self” collage and 
some associated charts. This emphasis on self and self-evaluation carried on to the next 
most usual group formation-the circle of individual reports to the whole group. 
In these exercises, the class acted as consultants to offer responses or simply listened as 
individuals reported their plans to work with stress in their lives, gave their analysis of then- 
own Jungian shadow and summarized their learning. 
Perhaps because the course is so alternative, Luis spent about 13% of it 
explaining upcoming learning/assignments and offering a framework for 
students’ learning. Because of his emphasis on experiential exercises, he averaged 17 
minutes each period explaining what he expected from the students. 
Another large category of activities was small group presentations to the 
whole group. Students formed presentations around some aspect of the four 
perspectives of self. Most of the presentations were in alternative frameworks (i.e., skits 
or role plays). 
Lecture (8% of the class) and a more inclusive form of lecture, 
lecture/discussion, 8% of the course, combined to form one of the larger categories of 
teaching activities. Luis felt it necessary to lecture to emphasize some of the more difficult 
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concepts in the course (i.e., the Evolving Self, or Freudian and Jungian theories). Video 
or audio tape reinforcement of these and other concepts took up 6% of the class time. 
Luis put very little emphasis on small groups and dyads-each occupying 3% of 
the course. At one point in his journal, he pointed to the small groups as a least positive 
learning experience (this was not corroborated by student opinion). On the other hand, 
Luis was dissatisfied with the participation in the large group discussions, and tried to think 
of ways to get more people involved. 
The administrative and study activities in this class took up very little time (1.5% 
of the course), and consisted of the evaluations at the end of the course. (See next page for 
Luis’s chart of learning activities.) 
Figure 8: Chart of Luis's Activity Formats 
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Rosa's Course: Critical Thinking 
1) Organization of learning and learning experiences 
(Note: Chart of Learning Experiences with more details can be found in Appendix 
O.) 
Rosa carefully crafted her course to lead the students in a step-by-step fashion to 
accomplish the objectives. Forty-four of her 82 activities were of real personal relevance to 
the student, and 64 of the activities provided a means of active participation . There was a 
mixture of the degree of abstraction in the conceptual material, with 25 activities dealing 
with the concrete, 37 activities working with representative concepts and 31 activities based 
on abstract concepts. Rosa allowed the student to decide what sort of product they would 
submit in a good percentage of the activities (64 out of 82), and she provided immediate 
feedback if it was off the mark. Only 54 of her exercises (65 %) required student self- 
expression, and this was equally divided between writing and speaking. Comparing 
Rosa’s class to Bloom’s taxonomy of cognitive skills, Rosa had an inordinate amount of 
activities that only asked the students to recall and comprehend (23). Thirteen of her 
activities provided the students an opportunity to apply what they have learned. She had 22 
exercises that called for the next step up—analysis (which is the cognitive level on which 
most of the other teachers started), 14 allowed them to synthesize new thoughts, and seven 
required the students to evaluate situations. While these numbers of different cognitive 
levels might be a great framework for teaching difficult concepts (start out with concrete 
answers and from there go to higher cognitive levels), they do not seem quite the right 
balance for teaching a critical thinking course, because critical thinking employs a great deal 
of analysis, synthesis and evaluation. Surely fewer activities with strict answer responses 
(recall and comprehension), more exercises that demand different types of self-expression 
and more activities using synthesis and evaluation skills would better help the students 
practice these upper level skills. 
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2) Description of activity formats 
(Note: Chart of Learning Activities with more details can be found in Appendix O.) 
Rosa’s class had small groups as the favorite form of interaction, taking up 17% 
of the class activities. The next most utilized course format was the circle of individual 
reports to the whole group, which utilized 16% of the time. (See Mary’s section 
above for a detailed description. This technique solves the problem of the more verbal 
people having more than their share of the “air time”, but it puts a great deal of pressure on 
shy people, who may be more comfortable speaking in small groups.) 
Rosa had students doing individual work in class quite a bit, with 12% of the 
total class activities devoted to various writing and revising tasks and 4% devoted to the 
three individual tests that she gave (she also gave one collaborative test). Lecture and 
lecture/discussion took up only 6% and 3% (respectively) of the class time, and she 
spent 8% of the class clarifying assignments and going over the syllabus. Rosa also 
devoted 5-10 minutes every day to open the class with a deep-breathing relaxation 
exercise—a total of 5% of the class. 
□ small grp 
□ circle/indiv 
DD whole grp 
□ indiv work 
□ Dyads 
□ expl assign 
£9 lecture 
Q relaxation 
S sm grp >wh 
□ test 
Figure 9: Chart of Rosa's Activity Formats 
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John's Course: Applied Mathematics: 
1) Organization of learning and learning experiences 
Do the organization of learning experiences and the learning experiences themselves 
in the Applied Mathematics course support the achievement of the objectives of the course? 
John’s idea is that it is best to do the same basic things every class so that the students 
know what to expect. So, the class begins with a homework review (Board Victim game: 
see below), continued after the break with a short lecture and some practice (at their seats 
and on the board). The tests are set up at timely intervals, with a practice test taken in the 
class before them. At no time did the levels of cognitive skills (according to Bloom) get 
beyond the third or the application level, except when students corrected their homework 
and evaluated their thinking. 
2) Description of activity formats 
As I stated above, unlike the other teachers, John did not use a varied format. So, 
he devoted three quarters of his classes to a classroom game that he calls “Board Victim” 
and during the rest of the time he lectured and assigned homework. Twice during the 
semester he set aside time for a test with a practice pre-test. At intervals during the course, 
he offered time to work in peer tutoring pairs. 
The “Board Victim” (John’s name) classroom game deserves a bit of explanation, 
as it is unique in design. During “Board Victim”, a student volunteers to go up to the 
blackboard and “have a successful experience” (as John says). They do not leave the board 
until they get the problem right-which they can do with the help of their friends and John. 
During the time that they are up at the board, John circulates among the rest of the class and 
looks over homework and helps students with their questions, pausing occasionally to 
notice what the “board victim” is doing and to ask the class to corroborate the answer. The 
“board victim” gets to choose the person that is going to assign her the problem that she 
works on, and after she completes her task, that student will take her place at the board as 
the next “victim”. During the time the student is writing on the board, the class is in a state 
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of jovial chaos, with John and the students talking and joking amongst each other (mostly 
about math). Board Victim takes place during homework review and after John’s lecture, 
when there is more of the class’s full attention on the person up at the board. 
Summary of Organization of Learning and Learnirm Experiences. Two 
of the teachers, Mary and Luis, strove to make the learning experiences vital by making the 
activities of real interest to the students, and by having the students’ lives be the primary 
source of information in a preponderance of the tasks. Both Mary and Luis asked the 
student to express themselves in a number of ways, and they left much of the decisions 
about their learning with the students. They also asked the students to do tasks that were 
higher level thinking, both in terms of abstract thinking and high on the scale of Bloom’s 
taxonomy. 
Rosa and John, following a more traditional format, followed this format to a lesser 
extent—they both incorporated activities that were of real interest to the students, and asked 
the students to express themselves in class. Although Rosa included higher order thinking 
in many of her exercises, there was a good deal of simply asking the students to recall or 
comprehend, and John’s class never reached farther than application (fairly typical for a 
math class). 
In their activity formats, Mary, Luis and John both made extensive use of groups, 
mostly in whole group discussion or problem solving. Mary and Luis both required small 
groups to make presentations to the whole group, and three teachers, Mary, Luis and Rosa, 
required students to make personal reports to the whole group as a way to gamer personal 
knowledge and commitment for change. 
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3) Effective Use Of Principles Of Learning 
According to Saphier and Gower (1987), there are many well known techniques of 
teaching that produce effective learning. These authors identify twenty four typical 
‘principles of learning’, which are outlined in Chapter Two. In this section, I determine 
which, if any, of the principles of learning the teachers demonstrated in the classroom. 
Mary’s Course: Lifelong Learning I 
(Note: See Micro-Analysis of Teaching Practices in Appendix R for more details.) 
Mary incorporated many effective principles of learning into her class activities. 
One she used quite a bit was the principle of providing activities whose meaning is close to 
the lives of the students (found in 49 out of 68 activities). She had students actively 
participating in 41 exercises, and she used another useful principle of teaching-having the 
students set their own learning goals in 14 activities. She offered immediate knowledge of 
results of the students efforts in 13 activities. When tasks were complex, she broke them 
into parts in 11 activities. She had the students identify critical attributes of the different 
learning ten times. She worked to provide an emotionally positive format for learning ten 
times. She had the students use one of the most effective of learning tools: to experience 
something and then talk about what they did eight times (Saphier and Gower). Mary was 
very conscious of good transitions, being careful to present difficult concepts by moving 
from the concrete to the abstract. She had the students practice learning in class six times, 
and also provided models six times. She used the vividness of a particular exercise to 
increase learning three times. 
Luis’s Course: Psychological Perspectives 
(Note: See Micro-Analysis of Teaching Practices in Appendix R for more details.) 
Perhaps the most distinct aspect of Luis's teaching was the number of activities that 
were ‘vivid ’—where he asked the students to do unusual and striking things (a collage of 
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self, “statue theater”, emotionally moving readings, etc.). He did this in 19 out of 31 
activities. Another very effective principle of learning is to have the students identify the 
critical aspects of a concept—which Luis had his class do in 24 activities. The students 
actively participated in 18 activities. Luis was also very aware of student learning needs, 
offering a great deal of guidance in the beginning, and then allowing the students to take 
over. 
Rosa’s Course: Critical Thinking 
(Note: See Micro-Analysis of Teaching Practices in Appendix R for more details.) 
Rosa applied many different principles of learning in her instruction. She provided 
a good deal of practice and lots of models to follow. She used the group and the relaxation 
exercises to provide a pleasant emotional feeling tone to the classroom, which helps 
learning. She provided a great deal of guidance and immediate feedback. Twenty-two of 
her exercises provided the student an opportunity to work with issues that were of 
significant meaning to their lives. She was very careful in choosing the structure of her 
activities: they were built upon each other— when the concepts were hard, she broke them 
down into digestible chunks, and twice she used the teaching technique of cumulative 
review (reminding the students of the steps to the process of learning thus far in order to 
build from there to new concepts). She allowed the students to set their own learning goals 
only three times, however. 
John’s Course: Applied Math 
John, because his course did not vary from session to session, did not fill out a 
chart of learning activities, so I did not analyze his course for principles of learning. 
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Summary of Effective Use of Principles of I^arnin^ Some of the 
principles of learning that Mary, Luis and Rosa used were: 
• using activities whose meaning is close to the lives of the students; 
• active participation; 
• having students set their own learning goals; 
• giving students immediate knowledge of results; 
• breaking complex activities down into parts; 
• experiencing and then talking about their experience; 
• creating an emotionally positive learning environment; 
• transitioning learning from the concrete to the abstract; 
• creating a vivid learning experience; 
• identifying the critical aspects of learning; 
• providing practice and models to follow; 
• using cumulative review (reminding students what lead up to the current 
learning). 
Use of these principles contributes to the learning in these classes being understandable, 
vital and enjoyable. 
4) Evaluation 
A very important question to ask of inclusive classrooms is: Are there clear, non- 
biased methods of evaluation that are linked to the learning to be achieved? In this section, 
I examine the evaluation practices of the four teachers and consider them in the light of 
principles of equitable education. Some of the questions I ask are: was the form of 
evaluation fair in an inclusive sense? In other words, did it allow for students with all sorts 
of learning styles? Or did it represent one specific cultural standard and assume its 
superiority? 
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Mary’s Course: Lifelong Learning I 
Mary evaluated the students upon the results of their different class products (i.e., 
learning contract, skills assessment, learning story and summary of learning) which the 
students assembled into a learning portfolio. She had four grading distinctions: high 
proficiency (A), commendable (A-), satisfactory (B+) and developing (B). In order to 
receive any of these grades, students had to complete all assignments. In order to obtain 
the mark of A, a student had to demonstrate all the abilities that were above the level of 
comprehension in the Bloom’s taxonomy (i.e., analysis, application, synthesis and 
evaluation). Mary had introduced these concepts to the students early in the semester. If 
the student completed 4 out of 6 of the Bloom’s taxonomy, he would get an A-. Mary also 
noted that she would rather offer an Incomplete to a student and work with him or her to 
complete than give the student a No Credit for the course. This allows for personal 
tutoring and individual exchange. It also offers more time to students just returning to 
school and working on time management issues or struggling with English as a second 
language. 
Is Mary’s evaluation fair in an inclusive sense? In other words, did it allow for 
students with all sorts of learning styles? Did it take on a cultural standard and assume its 
superiority? Since the products were all based on the student’s lives, there was no real 
cultural standard, except for the demand that the students write in English. Since all 
theproducts were written, it did not take into account students who had abilities in other 
expressive areas (artistic, etc.). However, since this seminar is part of a program that is set 
up to prepare students for graduate work, which does and should have a preponderance of 
writing, it can be argued that emphasizing writing is desirable and responsible. 
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Luis's Course: Psychological Perspectives 
Was Luis’s method of evaluation clear, non-biased and linked to the learning to be 
achieved? Luis based his grades upon three aspects of the course: attendance, participation 
in a group presentation, and a self-analysis paper (which went with the “collage of self”). 
If the student did all of these things, he would get a B (there is a minimum standard of 
attendance and writing that Luis made clear in the beginning). If the student indicated a 
good degree of change or insight about his Self and about his work within the class, then 
he would get an A. Luis had been troubled about how he was going to grade, because of 
the subjectivity of the criteria and because of the different starting points and personal 
abilities of the students. (In other words, if a student is personally resistant to change, 
changing a little can be equivalent to people more comfortable with change changing a lot. 
But how was Luis to know which was which?) What he discovered is that he tended to 
give people B’s only if they did not do something of a technical nature (i.e., did not write 
to an acceptable standard or attend the required amount of course sessions). Luis found 
himself believing that each student was working up to and beyond their abilities and 
therefore deserved an A. Could there be a way that this system is discriminatory? Of 
course, this system could be abused by an instructor who took a personal dislike to a 
student, or certain type of student, which is the problem with all subjective measures of 
grading. And this system may discriminate against poor writers, many of whom are ESL 
students—perhaps they changed a great deal, but were not able to express it in writing. Do 
they deserve a B? Luis would probably counter this criticism by saying that there is a 
writing tutor program available at the College for free, and students should be able to avail 
themselves of this if their writing is poor. 
Was Luis’s form of evaluation fair in an inclusive sense? In other words, did it 
allow for students with all sorts of learning styles? Or did it take one cultural standard and 
assume its superiority? Luis’s grading system was probably the most flexible of the four 
teachers, although it can be accused as so nebulous as to be easily abused (it is the teacher s 
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decision about who has changed that gets an A). However, he did include other variables 
than just writing (i.e. the collage of self), which allowed the expression of different 
learning styles. He required that the papers be written in English and to a standard 
equivalent to intermediate college level writing. 
Rosa’s Course: Critical Thinking 
Rosa’s method of evaluation was to offer a letter grade (with a number equivalent) 
for the three papers and tests (six in all); and for a group final exam. Rosa had spent a 
portion of one of the first sessions discussing her method of grading, but it was not 
delineated on the syllabus. Quantifying qualitative evaluations is hard on people. Most of 
complaints about Rosa’s class were about the tests, which seemed to inevitably make 
people mad, even if they got a good grade (“I got a 93%. I wanted to get a hundred!” said 
one student). Rosa also asked the students to grade each other, but these did not count 
towards their final grade. 
Was Rosa’s methods of evaluation fair in an inclusive sense? In other words, did it 
allow for students with all sorts of learning styles? Did it take on a cultural standard and 
assume its superiority? Rosa’s method was very subjective and yet pseudo-precise-she 
offered number grades for different levels of answers in her essay tests which raises the 
question of how she can assign number grades without having numbers of answers. In not 
outlining her methods in the syllabus and only explaining them in class, she weighted 
understanding towards the auditorily-oriented learners. She had students get graded only 
on their written answers, despite her emphasis on group work. Rosa based almost 50% of 
the students’ grades on tests, which could be quite a problem for test-phobic students. 
John’s Course: Applied Mathematics 
John graded by offering number grades in five areas: 20% for midterm exams, 
20% for quizzes, 20% for the final exam, 20% for homework and 20% for attending. In 
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order to pass the course, a student had to get an aggregate of 80%. Students who got or 
gave peer tutoring were able to gamer five points on each exam. The problem with this 
grading system is its weight towards scoring well on tests, which, again, is very hard for 
students who are test phobic. John spoke a great deal about the problem he has found with 
test panic and stated that he would like to find a way to evaluate math knowledge without 
tests. But his current system certainly does not allow some people to show their real 
knowledge. 
Were John’s evaluation methods fair in an inclusive sense? In other words, did they 
allow for students with all sorts of learning styles? Did they take on a cultural standard and 
assume its superiority? Besides his emphasis on tests, John’s methods, which reflect his 
emphasize on doing math different ways, were fair. However, I feel he should seek out 
other ways for students to express their knowledge than pencil and paper in order to 
acknowledge different learning styles. 
Summary of Evaluation. The teachers followed a number of methods of 
evaluation; learning portfolios, term papers and projects and tests. Two teachers, Rosa and 
John, used only homework and tests for evaluation purposes. Compared to the other areas 
of teaching, the evaluation methods of these teachers seem to be fraught with a good many 
problems, including offering A’s for levels of thinking that were not demanded too often in 
class, basing a grade of A upon a concept (changing one’s self) that is difficult for the 
teacher to ascertain, and relying on tests to evaluate a particularly test-phobic population- 
even if they were offered practice exams. In addition, despite values that accept other 
learning styles and orientation, evaluation was based on the traditional intelligences - 
linguistic and logico-mathematical (Gardner, 1986). 
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C) Analysis Of Class Activities: Description Of Alternative Formats 
In an inclusive educational environment, appealing to different sense modalities 
may be a way to include students who are oriented towards a learning style other than 
verbal or mathematical, the two orientations stressed in traditional schooling. In this 
section, I examine alternative formats of learning in each course, to determine if and in 
what ways the teachers reached out to include all types of learners. 
Mary’s Course: Lifelong Learning Seminar / 
Mary’s activities were generally language-oriented, using discussion or lecture/ 
discussion formats. She did use three alternative types of exercises, however: a guided 
visualization (to relax the students), an inspirational sorg and a clapping game to help the 
students remember each other’s names. These activities consumed 2% of the class time. 
Luis's Course: Psychological Perspectives 
Luis was the most adventurous of the teachers, employing many different 
experiences in his classes including drawing, using collage, video and audio tapes, charts 
and graphs, role plays and drama techniques. The total amount of alternative teaching 
formats took up almost 1/2 of the class. 
Rosa’s Course: Critical Thinking 
Aside from her emphasis on small group and dyadic formations, Rosa’s classes 
were generally fairly standard, except for the relaxation exercises that she felt were 
important to work within a mind/body connection. 
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John's Course: Applied Mathematics 
The Board Victim game is different from the traditional lecture and discussion 
methods, so in a sense all of John’s classes can be termed “alternative.” Besides using 
unusual methods of demonstration of concepts (such as the three levels he describes- 
abstract, semi-abstract and concrete), John used a traditional lecture format. He joked 
about this with his students, telling them the other classes in the school are the “touchy- 
feely” courses and his is not. 
Summary of Description of Alternative Formats 
All of the teachers ventured into alternative learning formats, some to more degree 
than others. Mary used guided visualization, song and a dapping game; Rosa, relaxation 
exercises; and John, an unusual cooperative blackboard game called “Board Victim.” Luis, 
the most adventurous of the teachers, utilized drawing collage, audio and videotapes, charts 
and graphs, role plays and drama techniques. 
D. Analysis Of Multicultural Themes, Learning 
In this section of the study, I determine the extent of explicitly multicultural themes, 
learning processes and materials. In addition, I analyze the courses for activities that may 
be inclusive without being representative of other cultures (see Terminology section of 
Chapter One for a delineation of the differences in these terms). 
I determined these themes and activities by a combination of observation, teacher 
self-reports (through their teaching journals) and information obtained from interviews and 
clarifying conversations. 
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Mary’s Course: Lifelong Learning Seminar I 
1) Analysis of the Required Readings 
(Note: See Teacher’s Chart of Readings and Handouts in Appendix Q for details.) 
Handouts and reading materials reveal a great deal about the underlying intent of the 
course and instructor, so I have analyzed the course reading materials for either 
representation of all types of ethnic groups and representation from the two sexes. In 
Mary’s course, there was only one reading that she passed out that was explicitly 
multicultural, a speech that was given by an African American women educator about 
multicultural education. However, nine out her ten other readings were inclusive in some 
way, either because they were oriented for different learning types and styles (i.e., Kolb’s 
Learning Style Inventory') or based on egalitarian principles of organization which require 
feedback from all parties. 
2) Analysis of Multicultural Themes and Activities 
Although Mary’s class had only one distinctly multicultural reading, different 
cultures were represented almost constantly throughout the semester. This happened in 
three main areas, during (1) the ‘community news’ section of the class, (2) individual 
reports to the group and (3) the group presentations. During the ‘community news’ 
section, students reported events from their own lives and cultures (such as inviting the 
class to a Cambodian dance festival). The same thing occurred during the individual 
reports to the whole group, where students spoke about their backgrounds, or framed their 
learning contracts from within their own life and cultural challenges. And last, the group 
presentations featured a very large group of the students who wished to present some 
issues of diversity to the rest of the class—a choice of topic which had emerged from the 
class itself. 
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What I have observed that is important to consider in this analysis is the fact that 
this class, like all classes at the College is —by design—extremely diverse, with 
representatives of many races and classes within the same walls, all with the same learning 
goal (see Chapter Five for demographic information). This means that allowing these 
students to speak from their own experience makes two things happen. First, because 
their statements are accepted positively by the teacher and the class, their own cultural 
experience is validated Furthermore, by people of different cultures sharing about their 
personal struggles, the rest of the members of the class learn about different cultures, and 
see, hopefully through empathetic eyes, the life challenges they face. The different cultures 
represented at Mary’s course were not only racial and ethnic, they included a hearing- 
impaired woman, and the different ‘cultures’ of the various occupations the students were 
in. 
One question that critics might have is how Mary (or any of the other teachers) is 
able to engineer empathy in the class. This is an important question and one which may be 
crucial to answer in more depth in some later study. My best guess at this point is it is a 
combination of the teacher modeling empathetic behavior, setting up a consciously 
cooperative environment, and the maturity and readiness of the students to be open to 
others not like themselves, a combination of characteristics that may not be seen in 
traditional colleges with younger students. 
Luis's Course: Psychological Perspectives 
1) Analysis of the Required Readings 
(Note: See Teacher's Chart of Readings and Handouts in Appendix Q for details.) 
Luis's handouts consisted of four long readings, all written by men. Three of 
these, however, were either based on the thinking of another culture (for example, the 
views of Gurdjieff—based on eastern thought) or described the experience of being in 
another culture. 
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2) Analysis of Multicultural Themes and Activities 
Luis began the class with a reading about an outsider who was not allowed to 
exhibit his talent because of cultural norms that forbade people from seeing him for 
anything more than their expectations of him. This was a particularly effective way of 
examining the plight of the outsider, and to make an analogy to the non-fictional ‘others’ 
who exist in America today. 
In other exercises, Luis had the students create a picture of themselves that they 
shared with their fellow students. This not only allowed the students to express themselves 
as individuals, but gave them an opportunity to listen to others and see real differences in 
people who shared the same educational goals as they did. In addition, Luis was open to 
allowing the students to take control of many aspects of their learning in the class--a tacit 
respect that is empowering. So, although Luis did not build this class as a multicultural 
class, many of his techniques created an effectively diverse environment. 
Rosa’s Course: Critical Thinking 
1) Analysis of the Required Readings 
(Note: See Teacher’s Chart of Readings and Handouts in Appendix Q for details.) 
Rosa passed out only one reading that was by an African-American male author and 
one by a European-American woman. However, eight of her 15 readings were inclusive in 
some way (for instance, about different forms of intelligence). 
2) Analysis of Multicultural Themes and Activities 
Many of the underlying techniques that have been discussed in Mary’s and Luis's 
classes are applicable in Rosa’s. Allowing the students to bring their identities and their 
own problems to class (one of their activities was to identify a real-life problem and solve it 
with the help of their peers) allows for a natural diversity and exposes people to other 
cultural viewpoints than their own. Introducing the students to negotiation also improves 
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their ability to handle conflicts. Rosa allowed the students to offer opinions, which made 
other students witness different acceptable views of the same situation. One of the readings 
was about Gardner’s (1986) multiple intelligences, another perspective on diversity. 
John’s Course: Applied Mathematics 
1) Analysis of the Required Readings 
John’s text was a standard mathematics textbook. 
2) Analysis of Multicultural Themes and Activities 
By acknowledging different ways of doing math, John immediately set up an 
environment that accepted different learning styles. The game, Board Victim, since it was 
based on a rule that everyone had to go up to the board at least once during class, allowed 
the students to see each other and their different ways of thinking. 
However, this was not free from non-inclusive actions on the part of the students. 
During the session that I watched, I noticed that all the European-American and Hispanic- 
American students called on each other and only then called on the African-American 
students in the class. Whether it was because these African-American women (there were 
two) were known to struggle with math, or because of some underlying tendency towards 
discrimination, I could not tell. When I pointed it out to John, he was surprised. 
Summary of Analysis of Multicultural Themes, Learning Processes and 
Activities 
This is one of the more surprising results of the study, where, in a diverse 
educational setting there can be a dearth of multicultural themes and learning activities in the 
curriculum. There are, however, a good deal of inclusive elements (in the sense of 
accepting all types of learning styles) in the formal curriculum with all the teachers (except 
John, who teaches from a traditional mathematics textbook). The teachers argue that they 
use the students’ diverse lives and experience as the curriculum. 
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Section D; Analyses of Teaching Journals 
In this section, I report the answers to the teaching journal questions which the 
teachers submitted every week. There were six questions (see Appendix C for sample). In 
questions one and two, which were meant to predict the students’ responses to their 
classroom experiences, I compared the two (teacher and student responses) and analyzed 
the results. 
This section also contains a quantification of ‘themes of teacher intent”~themes 
which I derived from the teaching journals. These are what the teacher intended each 
activity to do either for the individual or for the class. Some examples are: “having 
individual students gain skills and knowledge” or “helping the group to bond”. Reasons 
for activities that came up more often are obviously more important in the instructors’ eyes 
than those which only came up a few times, so quantifying these themes gives a good 
indication of what parts of the teaching process the teachers stress. 
Responses to the Journal Questions 
(Note: See Teacher’s Learning Journals in Appendix P for details.) 
A. Question 1: “Which activity gave the students the most intense positive 
learning experience? What was it about this activity that was rewarding?” 
This question, and the next, were ways to test how “tuned in” to the students’ 
minds the teachers were. The students had been asked a series of questions which inquired 
about their feelings and reactions to the classroom activities, both on a cognitive and 
affective leveL If the teachers agreed with most of the comments the students made, it 
shows a congruence between what they hoped the lessons would achieve and how the 
students received them. The comments that the students made that are not like the teacher s 
show that the students are existing in some dimension that the teacher is not aware of. 
There are cognitive, social, political and personal dimensions to learning that are going on 
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in students during every moment (Saphierand Gower, 1986). It is impossible for teachers 
to be aware of what is in the mind of any one student at any one time, but obviously, the 
closer that the teacher can get to the students’ minds, the more effective the teaching. One 
interesting and somewhat unexpected result of this study is that it brings out the spectrum 
of issues and dimensions that the students experienced. 
Mary’s Course: Lifelong Learning Seminar I 
With her real sensitivity to the group’s dynamics, Mary accurately predicted what 
the students chose seven out of the nine times (the students did not respond to four classes 
out of 13). What this group really felt worthwhile were experiences that included 
interaction with the whole group first, and then interactions with small groups. What was 
rewarding about the activities were the possibilities of learning from each other, sharing 
insights, developing trust and exploring self knowledge in academic matters and group 
interaction. 
Student responses that did not reflect Mary’s prediction were generally statements 
of personal needs that were fulfilled in the class such as being affirmed (either publicly or 
privately) by the teacher or by feeling validated by their own personal actions in class 
(“when I gave the presentation for the group”, “my group contributed something of value” 
or “discussing my own area of expertise”). A third area which students noted as positive 
was metacognitive views of their own learning (“my ability to control emotions” and “I can 
speak more easily to smaller groups of people than in front of the whole class”). 
Luis's Course: Psychological Perspectives 
Luis accurately predicted what the students thought was the most rewarding part of 
the class 6 out of 10 times. Responses that he did not mention were either an 
acknowledgment of the effect their peers had on the students or metacognitive comments 
such as “I can now hear criticism,” or “ I can participate objectively.” One aspect of the 
learning experience that Luis had not foreseen in his comments was how powerful the 
117 
effect of his sharing of his own journey through self knowledge was for the students. 
There was also a lot of appreciation of Luis’s affirmation of individual students, but even 
more important to them was that they were affirmed by their peers. 
Rosa’s Course: Critical Thinking 
Rosa was accurate in predicting what students responded in three out of eleven 
classes. Rosa often assumed that the students liked the more cognitive aspects of the 
course, whereas the students seemed more aware and appreciative of peer interaction. An 
example of this discrepancy happened in the first class when Rosa assumed that what they 
would choose as the most positive aspect was ho- overview of the course giving them an 
understanding of what critical thinking skills were required. The students chose the 
introductions as the most positive-expressing comfort that everyone is as “scared” as they 
were and pleasure at being listened to. Four of the students remarked on Rosa’s impact on 
them—either that she personally affirmed what they had said or that her humor helped them 
to relax. Two appreciated the atmosphere of sharing rather than competition. 
John’s Course: Applied Mathematics 
It is hard to generalize about this category or the next in John’s case, because there 
was no real intersection in the questions the students had to answer and those to which 
John responded. (Remember that John had insisted on a different student questionnaire). 
For instance, the students had to answer the question “What did you learn tonight?”, a 
specifically cognitive question. The question John answered was meant to address both 
cognitive and affective aspects of the learning experience. So the best way to report this is 
to describe the two different responses. 
John’s responses dealt with the affective dimensions of learning to a startling 
degree for a non ”touchy-feely” class. He mentions doing exercises to “increase 
confidence,” “validate [their] work,” to give them the experience of seeing their success, 
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and that they find themselves doing well and they are happy.” He uses unusual terms for 
math experience, such as saying that people are “delighted” that algebra is so easy and that 
the truth of statistics is “enlightening.” 
The student responses offer some insight into what they are thinking below the 
conceptual level. There is a great deal of metacognitive self-analysis-such as “[I learned] 
not to set false limits,” “that I could do something I couldn’t,” “[how to] control anxiety,” 
“without stress I learn quickly,” “I am able to take an exam without undue anxiety,” “I am 
able to organize my efforts for efficiency,” and “under stress [I need] to keep to the 
process.” There are very poignant statements such as “I learned to trust myself and my 
abilities,” “I always leave this class knowing I’m not stupid like my ninth and tenth grade 
teachers tried to make me feel,” “more confidence in myself as a learner,” “being honest 
about a mistake,” “I am no longer fearful of math~if I take my time, think through the 
problem, I will be all right,” and “I can do this.” As John says, the effects of previous 
schooling have made their marks on more than the students’ grades—they are incorporated 
in the students’ beliefs that they must be “stupid” if they did not learn math. This could 
influence students’ self-concept of their intelligence in all subject areas. If only they could 
have spent the last twenty or so years feeling “like a genius and anxious to learn,” as one of 
John’s students said he made them feel. 
A second common area of student comment follows the other classes’ orientation 
towards peers. Some of these were: “I learned that eventually I can help others,” “I am 
able to mentor,” “helping others helps me,” and “I like to hear others’ jokes”. These once 
again demonstrate the importance of peer teaching and learning. 
One last subject of considerable reflection on the students’ part was about what 
John does as a teacher. Some of these comments are “the instructor gets me relaxed first 
before he in introduces a new subject,” “[John] validated my knowledge” and “[he] is very 
encouraging in small accomplishments.” 
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B. Question 2: “Which activity gave the students the least positive learning 
experience? What was it about this activity that was not as rewarding?” 
(See note in Question 1 above about relevance of correct teacher prediction of student 
responses.) 
Mary ’s Course: Lifelong Learning Seminar / 
Unlike many of the teachers, Mary had an answer for this question for each class, 
most of which were about lessons she felt she had rushed through or about administrative 
tasks that the students had to do which she thought took too much class time. (For the 
most part, the students did not corroborate these worries.) Students answering this 
question—and very few did—expressed frustration about lack of time for particular 
exercises, lack of clarity about what was required of them, boredom with material they had 
already seen and anger about not being called upon. 
Luis's Course: Psychological Perspectives 
Luis did not choose to answer this question 7 out of ten classes, perhaps because 
this was the first time that he had taught this permutation of this course, and it was too 
psychologically burdensome to think about possible negative aspects. Of the three times 
that he did answer, he was right only once, predicting that the students would resist the 
evolving self paradigm that he was presenting. He worried about the dyad formation, and 
he was concerned that the way he was handling the discussion was not effective for all, 
fears that the students did not corroborate in their comments. 
The students’ main objections were about the depth of the material, getting too deep 
into the subject of Self, not being able to fulfill the assignments because of psychological 
blocks or problems (for instance, they made comments such as “I didn’t remember too 
much about the house of my childhood” or “I do not like feeling vulnerable and talking 
about opinions makes me vulnerable”). Some students found the areas chosen were 
offensive or inappropriate (they used comments like: “I don’t think that class is right for 
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these questions,” “anti-Catholic statements~no room for individuality,” “fear of esoteric 
Christianity” and “[I didn’t like] being told that women were irrational”--from the Freudian 
class). A common complaint was about a technicality (not having enough pictures in 
magazines for their collage). 
Rosa’s Course: Critical Thinking 
Rosa’s response to this question was usually a wistful “None, I hope,” but students 
did have things that they did not like. Many of these negative comments centered around 
taking tests and getting test results-even if the results were good. Other comments were 
about working in small groups or with pea's in a way that was not apparently productive 
for the person reporting. Several comments were about Rosa in her teacher’s role--the 
student(s) did not feel as if she listened or paid attention to them. This shows how 
important the teacher’s role of reflective listener is to the students. 
There was also a student who wrote puzzling statements on the survey about her 
dissatisfaction with the class-comments such as “worried about not liking history” (there is 
no history involved in the class), “just read the book and do the assignment” (several 
variations of these) and “when the teacher said something smart, your complain (sic).” 
Rosa was very surprised when she received a copy of her students’ transcripted responses. 
No student had expressed this type of feeling to her directly, nor had she been aware of a 
student with such grammatical difficulties. 
John’s Course: Applied Mathematics 
John has been teaching the course long enough and with enough acuity that he 
generally knew what was going to make the students upset, and there generally was 
agreement between his answers and the students’ to this question. Actually, there is less 
confusion than he had thought there was which may be a testimony to his teaching ability. 
He spoke during both of the interviews about test anxiety, which he tries to remediate by 
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practice tests and hints about test-taking. This concern was borne out by the responses of 
the students, who were still feeling the effects several classes after the test. Some of the 
class experienced a surprising turn-around in John’s class about their attitude towards tests, 
but about half of the responses at the midterm are negative and on the final, two people still 
noted their anxiety. 
There are some metacognitive aspects of this problem that are distressing. Some of 
these are represented in the following student responses: “I’m having the hardest time. 
This has nothing to do with John, just me. I’ll study like crazy,” “I forget signs if I’m 
nervous,” “...it’s our final. I feel like I can’t retain anything,” and “I do poorly on tests-I 
need to learn to take tests.” One wonders if tests-a very unreal situation in which to 
practice mathematics —are worth all the student anxiety. With the authentic assessment 
movement in education so strong, it might behoove all teachers to find alternative ways to 
assess student learning. 
C. Question 3: What was the most important insight you realized in the 
class about your own emotional responses and teaching processes? 
Mary’s Course: Lifelong Learning Seminar I 
Mary’s responses to this question were rich with insights. She wrote about her 
questions about the class’s progress and about teaching in general. Many of her comments 
expressed her admiration for the bravery of the students and the personal risks (i.e., self- 
disclosure, confronting fear of failure) they took both by coming to school and by 
participating in the class. She commented about how her intuition (“internal gyroscope ) 
seems effective for guiding the class to generate high level questions and discussions, and 
spoke about how important it was sometimes that she step out of the picture when there are 
group conflicts. She reflected on the possible cultural bias of a self-assessing test she gave 
to students. She noted progress of the students, many with developments in the affective 
areas of the intellect (i.e., a student who had formerly only been able to speak in short 
phrases introducing a plan of action for the class which was well-thought out and exciting). 
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Mary’s responses to this query represents the gamut of questions and insights that mature 
and responsible teachers have about their classes. 
Luis's Course: Psychological Perspectives 
Luis was under double jeopardy in this study, opening up a new course to the type 
of scrutiny that a study such as this would produce, so his answers in this section are 
especially interesting. I personally felt very privileged to be allowed into this process of 
creation-an activity that all teachers have to go through in developing courses. A new 
course is full of risks-some exercises work and some don’t. Luis's responses to this 
question are especially significant because they are reflective of the intense examination we 
teachers undertake when starting a new course. They also reflect his commitment to 
liberation education. 
Luis wrote about his reactions to his participation in the exercises, finding out how 
many different perceptions of the self there were and wondering how intensely he ought to 
be participating in the learning process. He also questioned the limitations of using all 
white males in the reading and wondered if there were other psychological models (i.e., 
African, Asian) that he could present. He questioned how he could allow himself to open 
himself to student feedback and really share his perceptions of the course. He also used 
this question to open up his intuitive feelings about the teaching methods (“I feel this 
perspective needs to be presented in a more visual way”). 
Rosafs Course: Critical Thinking 
Rosa’s answers to this question centered on the mission she feels to empower 
students. She exulted that she is able to provide students with such a powerful tool (critical 
thinking) and she was happy about being able to be the one to give this to them. She also 
commented about the interaction between the students, how important it is for them to 
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bond, to know their own feelings and the benefits she sees from class interactions. Rosa 
did not mention anything about her own learning processes. 
John’s Course: Applied Mathematics 
In this question, John spoke very eloquently about his love of teaching. One of the 
insights that he offered about teaching this particularly thorny subject is: 
Patience is the most important part-because there are some people who are far 
ahead and there are some who are far behind and even if you teach to the middle, 
you can lose those far behind people. So you have to catch up some way-either by 
working with them yourself while others are up at the board, or meeting with them 
before class. 
John talked about the students that he gives up on~those who will not work and will not 
look for help. “I will do anything that I can to help people who ask for help-I'll even give 
Saturday classes, but those who don’t-I don’t respect them.” On the other hand, John has 
become philosophical about those who try, but never understand: “...the same people have 
difficulty for weeks and sometimes they don’t get it for weeks--until the end, and even 
then, some people don’t get it. I have to accept that.” For the most part, however, in this 
class of former math misfits (as their high school math teachers might have classified 
them), John feels successful. He counts himself as being successful when the students tell 
him that they want to learn more math, next semester, and then, he says, he “is really 
proud.” 
D. Question 4: “Are there any concerns or plans you have about individual 
students at this time?” 
Mary’s Course: Lifelong Learning Seminar I 
Mary’s role as advisor naturally causes her to be more individually-oriented than 
teachers of “content” (as opposed to “process”) courses. Mary had a myriad of concerns 
about individual students, many of whom were working with English as a Second 
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Language problems (including a deaf student) and/or psychological and stress-related 
problems. Mary telephoned people who had missed classes and met with students on a 
regular and emergency basis in order to help them remediate the problems. 
Luis's Course: Psychological Perspectives 
Luis only responded to this question once, which was a concern about a student 
who was challenging the idea of evolving. This lack of orientation toward the students as 
individuals may once again be a reflection of this course as an evolving course for Luis . 
In his interview, Luis mentioned not knowing the students by their names, something he 
had never experienced before in his teaching career. Since the course was new and as in 
any new endeavor, a struggle in itself, perhaps Luis needed to focus on the structure of the 
class and his own experiences as he went through it. 
Rosa’s Course: Critical Thinking 
In the first eight classes, Rosa mentioned concerns about individual students quite a 
bit: identifying marginal students and trying to get them involved, making sure students 
who were absent were included in the group. She noticed when individual students had 
frowns of puzzlement on their faces and made sure to speak to them individually so that 
they could understand. She mentioned also being sure to learn about each person’s 
background and individuality so that she could serve them better. 
John’s Course: Applied Mathematics 
John mentioned once during the semester that he was concerned about a woman 
who was not turning in her homework, and who under questioning, told him that she was 
getting help from a neighbor. He did not feel very optimistic about that help. 
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E. Question 5: Are there any concerns or plans you have about the group 
at this time? 
Mary ’s Course: Lifelong Learning Seminar / 
This question, along with question four, outlines the micro and macro attention 
foci that instructors must keep in mind while teaching—especially in cooperative learning 
situations. While the main job is instructing individuals, this is done by facilitating 
successful group interaction. Here again, Mary has provided a rich variety of responses 
that deal with the life of the group and her position in it. She writes about “leaving the time 
and space unencumbered” so that the group can form and grow on its own. She makes 
plans to utilize the time effectively, and mourns the loss of a class period due to snow 
cancellation. She worries about the written work which is slow to come in and about 
certain decisions that she has made (i.e., whether to have the class be videotaped during an 
especially personal feedback exercise and if she was right in asking a student to share his 
story with the class). She ends up being very satisfied with the group’s progress—“Group 
is ready to go!”. 
Luis's Course: Psychological Perspectives 
Luis used this question to examine the form and structure of the course. For 
instance, he wrote such comments as “how to move from information they gather about 
their individual shadow to a group healing experience that includes the individual” or “I 
want to make the process circular so we close the course by revisiting the collage after 
thisstudy of the four perspectives.” Luis did not examine any group dynamics within the 
class. 
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Rosa’s Course: Critical Thinking 
Challenge was the watchword here for Rosa-she felt that the “energy” needed to be 
high in the class and to do that she needed to provide a challenge. By reaching that 
challenge, the students would have pride in their accomplishments. Rosa felt the pressure 
to provide that challenge for the first six classes. After that, the group seemed to take over 
and she felt they had the momentum they needed. 
John’s Course: Applied Mathematics 
John gave no response to this question. 
F. Question 6: “Please list all activities you undertook this week (i.e.., 
reading student papers, outside preparation, individual meetings with 
students) to prepare for this class,” 
Mary’s Course: Lifelong Learning Seminar I 
Because of ha- role as seminar leader, Mary naturally spends more preparation time 
on this course than on other courses. Seminar leaders are supposed to meet at least once, 
and hopefully twice, with all members of their seminar during the semester. Mary devoted 
much time to individual meetings and special meetings with various members of the 
College and state officials because of her deaf student. But aside from that, Mary is an 
especially thoughtful and caring teacher, writing individual notes to students on “feedback 
cards” and spending an average of four hours a week reading work and preparing for class. 
Her total average preparation time was six to seven hours per week. 
Luis's Course: Psychological Perspectives 
Luis averaged 4-6 hours per week preparing for this class, reading material, trying 
out experiential exercises and creating plans. 
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Rosa’s Course: Critical Thinking 
Rosa’s preparation consisted of reviewing her materials, changing her syllabus to 
fit the needs of the course, and doing some deep reflection about the individual students 
who were participating in order to include their needs in the course. She read students’ 
papers and graded tests. Although she did not apply specific times to her log, I estimate 
her outside preparation time to be about 2-3 hours a week. 
John’s Course: Applied Mathematics 
John looked over homework, updated his statistics examples and corrected two 
tests. I estimate his outside work for the class to average between 1 1/2 to 2 hours per 
week. 
Summary of Responses to Teaching Journals 
These learning journal questions run the gamut of teacher concerns: What do the 
students enjoy and find positive about their classes, and what do they dislike? How is the 
class making the teachers themselves grow and change? What are the concerns the teacher 
has on the macro (the entire group) level and on the individual level? What do they need to 
do to prepare? The answers are too in-depth to summarize here, but I think that it is clear 
that the more experienced a teacher is, the more ‘tuned in’ to the students they are (for 
instance, Mary, Luis and John). Another thing that this section points to is how many 
different dimensions the students can exist in~the social and personal dimensions, for 
instance, that the teacher can not only not be aware of, but also have no control over. 
Themes of Instructor Intent 
In this section, I describe the various “themes” that the instructors identified in their 
chart of learning activities as their purposes for the classroom activities. This sort of 
analysis helps to shed light on the teachers’ awareness of many facets of classroom 
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interaction. This, in turn, brings forth more about the process of effective teaching in an 
inclusive environment. (See Teacher’s Chart of Learning Activities -Summary in Appendix 
O for details.) 
Mary’s Course: Lifelong Learning I 
The most obvious teaching ‘theme’ that Mary built upon was students gaining 
skills and knowledge. She devoted 32% of the class time to this. Mary wants students 
to gain knowledge and abilities in understanding themselves and the context within which 
they would be working in the master’s program (academia), and she wishes to offer them a 
chance to obtain the skills in presentation, self-analysis and self-direction that are needed 
for successful completion of higher academic work. 
The second most evident theme Mary worked with was self-assessment. Mary 
thinks that self-assessment is important so students recognize their own achievements and 
ways of interacting in the world in order to make plans to become more effective as 
students. 
Mary reported that she utilized the group’s skills by creating situations that 
plumbed the group’s individual and collective knowledge. This technique of using “peer 
instruction,” which involves having the students report to each other, was greatly 
appreciated by the students themselves. Mary used this as a reason for 14% of her 
activities. 
Two twin themes Mary offered often as reasons for activities were the importance 
of group bonding (8% of the activities) and the use of activities as the means of group 
facilitation (10%). Gearly, Mary recognizes both of these aspects of peer interaction- 
group bonding and facilitation-as extremely important to effective instruction on an adult 
level. 
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Metacognition, or awareness of one’s own thinking, is another prominent 
teaching theme in Mary’s practice. Metacognitive activities were 10% of Mary’s 
curriculum. 
One last, and perhaps very unusual category that Mary consciously uses was the 
idea of student affirmation. In trying to create an atmosphere of affirmation, Mary used 
exercises that would allow students to self-assess in a positive manner-developing self- 
confidence. She quotes two students who have indicated this self-affirmation: “I am now 
letting education touch me, ” “I was not seen for who I could be in four other colleges - 2 
in California and 2 in Massachusetts. At [the College] I am supported and valued,” 
Exercises which were built around trying to create student affirmation took up 5% of the 
class. 
Figure 10: Chart of Mary's Intentions for Classroom Activities 
(Note: see Phrases of Teacher Intent Table in Appendix T for a complete list of these 
phrases.) 
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Luis's Course: Psychological Perspectives 
Luis s primary reason for class activities was to utilize the knowledge and 
resources in the group to further individual student’s own growth. To this end, he 
lead whole group discussion of the readings, had students present on course topics to each 
other and talk about their self-discoveries and ask for/receive feedback. Luis created 
activities that plumbed the resources of the group for 35 % of the time. Luis hoped that 
students would gain skills and knowledge about the various areas of psychology and 
about themselves in about 30% of the activities. A third area of importance to Luis was 
student self-assessment (21 % of the time). Because of the alternative nature of this 
course, clarification of learning intent was particularly necessary. At 12% of the 
course activities, assignment explanation and the provision of metacognitive view of 
reasons for activities was the fourth largest category. The teaching theme of group 
facilitation (structuring activities to enhance the cohesiveness and effectiveness of the 
group) was the smallest category taking up less than 1% of the activities. 
□ utilize grp 
□ gain 
skls/knowl 
D self-assess 
□ clarify learn 
□ other 
□ 
B 
B 
B 
Figure 11: Chart of Luis's Intentions for Classroom Activities 
(Note: see Phrases of Teacher Intent Table in Appendix T for a complete list of these 
phrases.) 
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Rosa’s Course: Critical Thinking 
Rosa most wanted the students to gain skills and knowledge and directed 
42% of her activities to this purpose. The next most common theme (30%) was utilizing 
the group to help students obtain knowledge and skills. The main reason that 
Rosa gave for doing this was to gain an appreciation for the diversity of opinions and ways 
of thinking that sharing their responses would provide. Another reason seemed to be to 
add teeth to commitments by making a public statement of what they would be. The third 
most common theme, clarification of learning (9%), took place during the time that 
Rosa took to explain the assignment. But, interestingly, she utilized some whole group 
review of homework to perform this intent as well. Rosa, like Mary, was quite explicit 
about her belief that the group needed to bond (6% of the time) in order to be effective in 
learning, and she used specific exercises to make this happen. Rosa also offered four 
different tests during the semester, which became of equal importance (6%) to the 
bonding process. A distinctive offering found in Rosa’s class was her commitment to the 
idea the good thinking comes from a relaxed state of awareness, reinforced by one of 
her assigned books, Benson’s Relaxation Response. One other unusual category was one 
I named gain teacher support, where Rosa specifically set aside time for students to be 
able to speak with her privately, in order to ask questions and get authoritative answers. 
This category was one of the smallest, occupying only 2% of class time. 
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Figure 12: Chart of Rosa’s Intentions for Classroom Activities 
(Note: see Phrases of Teacher Intent Table in Appendix T for a complete list of these 
phrases.) 
John’s Course: Applied Mathematics 
Since John did not fill out a learning chart like the other teachers (there was no need 
as all of his classes have the same structure), themes of instructor intent can be garnered 
from his first interview. These are reducing the fear of math, teaching general mathematical 
concepts in a down-to-earth, individualized and viable form, and easing test anxiety. 
Summary of Themes of Instructor Intent 
Traditional higher education has concerned itself with helping students gain skills 
and knowledge in the subject matter at hand. The teachers in this study indicated that they 
also wished the learning activities to: 
• help students assess themselves; 
• utilize talents and skills of the other members of the class; 
• facilitate group interaction and bonding; 
• help the students to understand their own thinking (metacognition); 
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• offer students affirmation for their learning; 
• help students gain teacher support; 
• come to a relaxed state of self-awarenes s. 
Section E; Analysis of the Videotaped Classes 
During the semester, I visited each of the courses for one entire class and 
videotaped the teaching activities during that time. I analyzed the classes on five 
frameworks: 1) the classroom’s physical layouts, 2) the class activities, 3) the instructor’s 
body language, 4) the instructor’s verbal language and 5) the students’ responses. 
Framework #1: Physical Layout of the Class 
Analysis of the physical layout of a room gives important information about 
communication of roles in a class. For instance, a table up at the front of a class, occupied 
solely by a teacher, implies a person in command. If there are rows that stretch back from 
this “command post”, then the implication is individual learning driven by an authority 
figure. On the other hand, a classroom set up in a circle signifies group communication. 
Set up in several smaller circles, it indicates small group interaction. Analyzing the room 
for its non-verbal communication gives an indication of the teacher’s framework of 
authority and interaction. 
Mary’s Class: Lifelong Learning l 
Mary’s class is set up in a rectangular form, where her desk occupies a more 
prominent position than that of the students. However, there were students on both sides 
of her desk, breaking into the teacher’s “territory”. Mary spent about one-half of her time 
in class at her desk. 
134 
Luis's Class: Psychological Perspectives 
The Psychological Perspectives classroom was set up in closed horseshoe, with a 
teacher’s table up at the front, which the students used (they were giving presentations). 
Luis did not sit at that table at any point during the class, even when he was leading the 
class in a discussion. 
Rosays Class: Critical Thinking 
Rosa’s class, like the other two, is set up in a closed horseshoe with the teacher’s 
desk up front. Rosa spent all of her time there, except for a short spin around the room to 
listen to what the students were saying in their small groups. 
Johnys Class: Applied Mathematics 
Unlike the other three courses, John’s classroom is set up in a traditional fashion 
with rows of tables and chairs facing a blackboard and a table. The teacher’s table, 
however is set off to the side, and the chair is beside the table not in front of it. During the 
class, John never sits and very seldom stands in front of the class. Instead, he roams 
throughout the class, squeezing his large frame down to kneel on the floor next to students 
or pulls a chair over to confer with them. Students are often in the front of the class, 
playing the ‘Board Victim’ game. 
Summary of Physical Layout of the Class 
In Mary’s, Luis’s and Rosa’s classrooms, the chairs are formed into a circle or 
horseshoe, with the teacher’s desk occupying more or less of a prominent position. 
Sometimes the teacher utilized their table, sometimes not. 
This formation emphasizes a collegial and cooperative form of learning, which 
helps to make everyone feel a part of the class. 
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Framework #2: Description Of The Class Activities 
This is an important part of the study, for description of the interaction within the 
classrooms is one of the main purposes of this study-to examine teachers’ behaviors 
which foster inclusiveness. In this description, I try to give a flavor of the class’s whole 
group verbal interchanges. I note the times that the groups broke down into small groups, 
but I did not attempt to monitor these conversations. Since the study’s intent is to examine 
teaching, I focus on the teachers’ actions (see Observation Guidelines in Appendix G). 
Mary’s Class: Lifelong Learning I 
The main activity during the class I visited was an exercise from the group 
dynamics literature called the “JoHari Window: A Feedback Activity.” This is a way for all 
students to provide feedback to each other in a controlled manner. The students write 
down several words to describe their own personal “assets” and “liabilities”. They then 
write down (on another sheet of paper) one personal “asset” and “liability” for every person 
in the class and turn these in to the teacher, who reads them aloud anonymously. She asks 
for their responses to what they learned about themselves from the feedback. 
Mary had thought of not doing this particular exercise during the time that the class 
was being videotaped, for she worried that the videotaping might dampen the interpersonal 
interactions that makes an exercise such as this rewarding. However, she earned on as 
planned and did not see any significant detriment.. 
Mary opened the class by asking for “news” from the class. She offered two pieces 
of news from her own life: about her daughter’s broken leg and a meeting she had had with 
her doctoral committee. A Cambodian woman student commented on the Cambodian 
dance weekend that she had participated in, and the other students congratulated her. 
Mary introduced the concept of feedback by having the students offer stream-of- 
consciousness responses to the words “dependent”, “independent and inter-dependent 
which she recorded on newsprint. The point she made was that although “dependency 
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has a negative connotation (childlike and helpless), and being “independent” is preferred, 
“inter-dependent” most clearly describes our lives in the world. Inter-dependency means 
that we need to know how to communicate and give and receive feedback in order to exist 
satisfactorily. Feedback, she noted was often considered to be a confrontational type of 
situation, but it did not need to be so. One of the students said that when they set up an 
intentional feedback session at his work (he leads therapeutic groups), they had made a rule 
that all feedback be in the spirit of “care-fronting”. Mary made sure that the class 
understood this concept and then talked about the four sides of the JoHari window (Luft 
and Ingram, 1969), which is four sides of the “self” that is communicated to others. Two 
of these sides, the “public” and” secret” selves are in a person’s control, two (the “blind” 
and “unknown” sides) are not. She lead a discussion of receiving feedback and noted that 
feedback is really heard and taken to heart when people are ready for it. If there is a 
criticism that is way out of line from what the person is ready to know, it will not (and 
perhaps should not) be heard. After a short break, Mary asked the students to do the 
JoHari feedback activity (see description above). She participated along with the students. 
The room was generally silent, filled with busily writing people, with occasional jokes 
from one man. Several students complained at how hard the exercise was, and Mary 
answered “I know.” 
When the papers were collected, Mary mixed them up and read them quickly, after 
suggesting that students make notes of what was listed next to their names. She asked 
them for responses to what they found, and several students commented on how afraid 
they had been to hear what others had to say. They realized how silly this was after the 
exercise was over because the negative things were already something they knew and the 
positive things were really useful to know. 
After this exercise, Mary talked about the homework due and then left the class. 
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Luis's Class: Psychological Perspectives 
Students were presenting three out of four group presentations that evening-one 
group having asked for one more week to prepare due to missing people. The 
presentations were on: Jungian interpretation of dreams, an examination of Jungian 
character types, and a recounting of the work of the psychological healer, Louise Hayes. 
The presentation on Jungian archetypes in dreams was a role play involving five 
students, an echo mike, scarves, and other props; and the man whose dream it was 
supposed to be. The dream was narrated and interpreted by a woman student, and the 
other students introduced themselves and their parts in the dream—reading these from a 
student-prepared script. 
The Jungian characterAemperament presentation also included a series of 
entertaining ad-libbed skits that outlined the differences between the different types (i.e., 
extroverted versus introverted) involving four students. The different types were 
summarized by a member of the group. 
The group reporting on Louise Hayes was interesting. They were two women 
(they mentioned having lost one of their members). Their presentation was more 
straightforward—a listing of the principles that Hayes uses in her work with gravely ill 
people, and the presentation was divided between the two. The first speaker, an African- 
American woman, began her speech with the statement that when she stands up to speak, 
her mind sits down, and proceeded to read her prepared speech but evinced a growing 
nervousness, which began to interfere with her presentation. She eventually sat down, 
apologizing for ha* ineptitude, and the other woman took over, and made a strong 
summary and defense of the Hayes healing system. The other students (in response to 
Luis's request for feedback to the group) focused on the shy woman, and made several 
suggestions and supporting remarks about what to do with her nervousness, an interchange 
in which Luis eventually joined. Then, although there had been very little response to the 
other groups about the concepts they presented, the class began to question the concepts 
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inherent in the Hayes system, challenges that both women handled fairly well. Luis joined 
in these questions as an equal participant-he did not seem to edit his remarks or even act as 
a facilitator beyond thanking and congratulating the groups after they had finished-he 
simply offered his opinions as a fellow member of the class. 
At this point, Luis began to talk about the assignment that was due at the end of the 
course and a reading that he had distributed the week before which he had hoped would be 
a tool for them to use in order to write the paper. Upon examination, it seemed that very 
few members of the class had read the assignment, and only one or two were prepared to 
talk about it. Luis pressed these for a response, but they did not have much to say. Luis 
then dismissed the class with an admonishment to read the assignment and come in with 
their papers ready next week. 
Rosa’s Class: Critical Thinking 
Rosa opened her class with five minutes of meditation on a theme of self- 
affirmation, darkening the lights and joining the students by meditating at her desk. After 
the meditation, she passed out a passage from African-American writer James Baldwin 
about the challenges of change and asked the students to write a paragraph in response to 
the theme. She asked some students to share their responses out loud. 
Rosa next launched into a talk about the thinking frameworks which she had 
introduced from the beginning of the class, a meta-analysis of the course intent and what 
they had done and what she was expecting them to do in their forthcoming homework (a 
paper). During this time, she asked many short questions of the students as she wrote their 
responses on the board - a kind of call and response interaction (at one time she said “Love 
that chorus!”). Then she asked them to take the assignment that they had done up until then 
and share it with a partner (a ‘buddy’), in order to get feedback. After about 40 minutes, 
she called them back together and led them in a discussion about what they had discovered 
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in the process of sharing their papers and getting feedback. She gave them their 
assignments for the next two weeks (class was on vacation the next week) and class was 
over. 
John’s Class: Applied Mathematics 
During the first half of the class, the students reviewed their homework by way of 
playing the ‘Board Victim’ game, calling on each other to assign problems and then going 
up to the board. Everyone in the class had a chance to be up at the board, at one time or 
other. John circulated among the students, checked their homework and answered 
questions. Since he talked during the time that the students were up putting their problems 
on the blackboard, everybody else seemed to feel free to talk, so the room was very no’sy. 
Some people talked with the people up at the board, and some just talked with their 
neighbors. As far as I could tell, the discussion was mostly about math, but there were no 
constraints evident. Periodically, John would glance up at the board to see the ‘Victim” 
patiently waiting, and he would call out their answer to check for people’s agreement, or 
explain the reason for a wrong answer. 
After the break, John offered a mini-lecture on algebra - a simple way of evaluating 
expressions. He used metaphors in his lecture involving people one would meet at the 
next-door Harvard Square. After the lecture, he asked the members of the class to 
experiment with some of the follow-up homework questions to determine how well they 
understood his explanation. After 3 or 4 people worked through problems on the board, he 
gave them their assignment, dismissed the class and left. 
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Summary of Description of the Class Activities 
These four summaries show a learning environment that is relaxed, engaging, 
exciting and replete with student interactions. Every class shows the students reaching out 
to be personal, supportive and striving for self-knowledge. This helps students share parts 
of themselves, take risks in interactions and become actively involved in their learning. 
Framework #3: Description of Instructors’ Body Language 
As in the physical layout of the class, much is communicated through the physical 
actions of the teachers. Standing up, for instance, is a signal of authority or leadership; 
while sitting down implies a camaraderie. A teacher (a person in authority) sitting down, 
but still in an upright, earnest posture commands a different response than a teacher who is 
sitting back in a relaxed state, legs crossed, slumped in a chair, etc. I analyzed different 
postures assumed by the teachers within the framework of different activities that they were 
leading or participating in. 
Body language, verbal signals and classroom layout all contribute to indicate 
student-teacher classroom “positions” to use Maher and Tetrault’s (1994) framework. 
What place does authority have in an inclusive classroom? How do these four teachers 
handle the teacher/student hierarchical relationship verbally and non-verbally? These are 
the considerations that frame the following two sections. 
Mary’s Class: Lifelong Learning I 
The class really had two sections: a lecture/discussion and an interactive exercise. 
During the lecture discussions, Mary signaled her role as being in control by standing, and 
writing or pointing to newsprint hung on the wall. During the interactive portions of the 
class, the community news announcement time and the JoHari exercise where she was an 
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equal participant, Mary sat down, although she was still in full charge of the class. She 
signified this with her tone of voice which was clear and loud, and by occasionally making 
somewhat stem interjections. She laughed at the jokes she heard and sometimes at herself. 
Luis's Class: Psychological Perspectives 
During the class, which was a series of presentations done by the students, Luis 
arranged himself very casually in different seats in amongst the students. He leaned back, 
and wrote notes about what the students said or did, but at all times he looked relaxed, very 
much a part of the class. It was hard to distinguish him from the other students in the class 
Rosa’s Class: Critical Thinking 
Rosa signaled when she was “on” as a teacher by standing (up at the board or up at 
her desk with leaning forward on her hands as she lead the class in discussion). She sat 
down twice during the class, once when she was meditating with the class—definitely a 
signal to say she was a participant—and once when the class broke down into groups, when 
she was not a part of the action. 
John’s Class: Applied Mathematics 
As mentioned before, John is very conscious of his large body and bearing and the 
intimidation that he can wreak on his students, so he wore to class a T-shirt and baseball 
cap (which at one time he pulled to the back and joked about being one of those “math 
teachers in the ‘hood”). He stood up near the board when he was lecturing, but at other 
times, as I said, he circulated throughout the class, moving students to get through, 
kneeling, sitting, bending over. He conducted most of the class from the back of the room, 
looking up from his individual conferences to call out the answer on the board, and his 
voice cut through the various conversations effectively. 
142 
Summary of Description of Instructors’ Body Language 
The four teachers all had different ways of interacting with students on a non-verbal 
level and most acted with authority. The characteristic that two share, Mary and Luis, is 
the ability to give over their role as class authority and join the students in the learning 
process. I think this is an important signal to give students, which can signify many 
things: a tendency to embrace lifelong learning, or to be willing to be wrong, to receive 
feedback. 
Framework #4: Description of the Instructors’ Verbal Language Signals 
With the use of the software, Ethnograph, I analyzed what the instructors said for 
different forms of verbal interaction, a form of socio-linguistic coding (socio-linguistics is 
the analysis of language within a power-relational framework of the participants’ culture). 
Certain types of verbal signals began to emerge again and again. For instance, four very 
common types of teacher verbal signals that I found are facilitative, elicitive, explanatory 
and interpretive. Facilitative comments set up the framework for the class activities and are 
phrases such as “I am passing out your folders now” or “I want to introduce the notion of 
feedback tonight.” Explanatory phrases are when teachers outline concepts and procedures; 
interpretive comments occur when teachers paraphrase or respond to a statement or 
question by the student, and elicitive phrases ask questions to get the students to offer 
information or opinions. 
In the following section, I identify these different types of interactions and quantify 
these to a general percentage (compared to the entirety of the teacher’s speech). I describe 
them in order from the most used to least used. I also found that some of the teachers had 
unique ways of interacting, which I note and describe. 
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Mary’s Class: Lifelong Learning / 
As stated in the body language section, Mary was plainly in control of the class at 
all times. She either used her body or vocal tones to maintain this position. She used all of 
the different types of teacher verbal signals: facilitative (i.e., “Let’s go to the syllabus and 
look at the homework that is due next week”~32% of the comments), explanatory 
(explaining concepts and procedures--33% of her interaction), interpretive (paraphrasing 
and responding to a statement or question by the student, which occurred during 12% of 
the Mary’s responses) or elicitive-asking questions to get the students to offer information 
or opinions (9% of the time). In addition, Mary shared information or insights about 
herself approximately 8% of the time, and in smaller amounts of time affirmed the students 
directly (either in statements which referred to students’ responses such as “Yes, they do,” 
or statements that acknowledged the student as a person such as “we noticed [that about 
you]”). 
Luis's Class: Psychological Perspectives 
Probably because of the presentations, Luis played a very minor verbal role in this 
particular class. Seventy nine percent of the verbal interaction was done by students. Of 
this, the most likely responses (39%) he made were ones I characterized as ‘teacher as 
student,’ where a teacher did not respond out of any inclination to facilitate learning or the 
class, but simply as a human being who, like the students, was learning and so able to 
make mistakes. He did not speak authoritatively, but simply as himself. 
The next most likely type of verbal interaction that Luis offered was facilitative 
comments and extension comments, where he contributed to concepts offered by the 
students (19% each). Luis’s next most likely verbal exchange was explanatory (17% of his 
interactions)--which he mostly did at the end of the class in discussing the assignment, and 
he did a good deal of questioning (11%). He made affirming statements to the students 3% 
of the time, and spent the last 2% of his interactions giving the students their assignment. 
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Rosa’s Class: Critical Thinking 
Rosa spoke during almost 80% of the whole group verbal interaction. Her main 
interaction was facilitative (41 % of her total speech) and her next favored reason for 
exchange was pointing out the framework of the class - the meta-analysis which allowed 
her to set the student’s work in a context of learning (19%). Rosa asked 19 questions, 
which consumed 11 % of her speech time, and outlined the steps for accomplishing 
homework (9%). Rosa personally affirmed the students 12 times (saying “Good!”, 
“Right!”, “That’s beautiful!”) 8% of her total talking moments, and she explained concepts 
three times for a total of 7%. The relaxation exercise was 3% of Rosa’s time. Rosa also 
‘checked the pulse’ of the class by saying phrases like “Are you with me?” 
John’s Class: Applied Mathematics 
Much of John’s conversation was directly to individual students, during the first 
half of the course, and this I could not hear or get on the videotape. In the whole group 
interaction, John was dominant, speaking 86% of the time, mostly to explain various 
concepts (40% of his total verbal interchange). Facilitating the class was his next favored 
mode of speaking, at 28% of his total speech, followed by humorous exchanges (17%). 
John asked short, semi-rhetorical questions 8 times during the class—questions that referred 
to some prior lesson (5% of the total verbal exchange), and spoke about how the concepts 
the students were learning fit into the larger view of the class 3 times (4%). John affirmed 
the students 3 times during class (1% of the total time). 
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Summary of Instructors’ Verbal Language Signals 
The most frequent verbal language signal of all four teachers was facilitative, 
followed by explanatory and elicitive. Other forms of verbal interaction that the teachers 
participated in were affirmation and interpretation of student responses. Three unusual 
ways of teacher’s speaking were extension of students* comments, sharing personal 
information and a form I characterized as uthe teacher as student ”. 
The first three responses are typical teacher/student interactions, although in a more 
traditional setting, perhaps the explanatory type of speech would be more usual than 
facilitation. The last five forms of language are atypical, and are more communicative than 
authoritarian. I think that these make the instructor more human, more on a level with the 
students, which can make them feel as if learning is accessible. 
Framework #5: The Students’ Verbal Response to the Instructor 
Like the teachers’ verbal speech patterns, the students had certain types of 
responses that again emerged from the data, which I found to be very different from 
traditional student answers (a “correct” response to a question the teacher asks). A frequent 
type of response was one that I labeled student extension of the teacher’s concept. In a 
reply such as this, students offered their own experiences from different areas of their lives 
(work, home, etc.) which serve as illustrations or elaborations of what the teacher or some 
of their peers may have said. Statements of self-assessment in response to the topic are 
another type of response typical to the students in this study. A third way of answering is 
to share something personal in their lives pertaining to the subject. 
Here again, I analyze the different types of verbal reactions to the classroom 
activities, quantify them as a percentage of the whole (of student responses) and list them in 
descending order of appearance. 
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Mary’s Class: Lifelong Learning I 
The students stayed mostly in their seats, with some coming and going outside. 
They were obviously stimulated about the feedback exercise and the presence of the 
videocamera, but they were attentive and engaged in a good-humored way. During the first 
part of the JoHan Window exercise, they talked excitedly amongst themselves (one woman 
even threw a wad of paper at another), but Mary firmly hushed them and they got back to 
intense work. Mary’s students’ favorite type of response was one that I labeled student 
extension of the teacher's concept. This form of response and statements of self- 
assessment within response to the topic occupied almost 70% of the total student 
responses. A second favorite way of responding was to share something personal 
pertaining to the subject, which occurred 21 % of the time. They only answered the usual 
response that we expect from students (the answer to the question the teacher asked) 7% of 
the time, preferring the “extension” response described above. They asked questions of 
Mary 3% of the time—mostly about procedures-and made jokes on at least 7 occasions 
(2%). 
The students also exhibited a fairly interesting change of role during this class, 
which is switching from being student to teacher. This involved students asking probing 
questions of each other (“Do you really think so?”) before the instructor does or statements 
that congratulate another student for their work in the class (“I think they did wonderful!”). 
This happened in almost 5% of the interactions. 
There were several themes that emerged in the students’ responses, one of the most 
common being how important it was for them to transfer knowledge learned in the 
classroom to their world of work and home. They also spoke about how valuable it was to 
have peers available to listen to them and offer them help. Two much less prevalent 
themes, but still very interesting, was the need for intimacy in class (spoken about by an 
African American male) and the need for authenticity. 
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Luis's Class: Psychological Perspectives 
As I mentioned before, this class was virtually a student-led class, with only a little 
bit of facilitative work done by Luis, so it should be no surprise that the students spent 
75% of their verbal interactions taking the role of ‘student as teacher --offering 
information, ideas and facts to their fellow students and Luis. The next most common 
student response was as extenders of each other’s ideas (11%)—commenting or elaborating 
on comments or concepts that they brought up. Jokes (or humor), statements that were 
responses to questions, self assessing statements and comments that allowed them to share 
aspects of their own lives were the next common at 3% each. Students affirmed each other 
approximately twice during the class (1 % of their interaction) and they asked one question. 
Rosa ’s Class: Critical Thinking 
The students in this course, as I pointed out before, participated very little in a 
whole group discussion, although they did spend almost 45 minutes talking together in 
pairs and triads. During the large group discussions, the students spent most of their time 
responding with one word answers - chorus-like - to the question prompts that Rosa 
offered (typical student responses). Their next favored verbal interaction was to extend 
what someone had said—by relating it to something in their own lives, which they did three 
times during the class. One student assessed her own growth through the class. Rosa did 
not encourage too much of the alternative student responses that I described above - indeed, 
she seemed to cut students off if they shared too much. 
John ys Class: Applied Mathematics 
The students were very talkative during class with each other and with John in 
private conferences, but they spoke only 14% of the time in the whole group interaction. 
Peer interchange (i.e., calling on each other and helping with problems on the board) 
utilized most of this air time (35%), while student questions directly to John occupied 
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another 32%. They spoke about using the knowledge gained in the exercises in other parts 
of their lives twice (11% of the total time) and shared something personal twice (another 
11 %). One student mentioned the way that she had learned math before (“Why didn’t they 
tell us like that when we were in school?”). 
Summary of Student’s Verbal Response to the Instructor 
There is something very interesting about these student responses. The three most 
frequent exchanges, extending what the teacher says, making self-assessing statements, 
and sharing something personal connote an intimacy and trust, two attributes that are not 
called for or expected in most educational settings. 
Section F: Chapter Summary 
What has emerged from this study is a picture of four teachers in an educational 
environment which is exciting, intimate, supportive and filled with learning. They are 
teaching standard (and not so standard) higher education courses with creative and 
interactive methods. In this section, there are four areas to summarize: the teachers’ values 
frameworks about inclusive teaching, an analysis of classroom interactions, the responses 
in the teaching journals and themes of teacher intent for learning activities, and the 
nonverbal and verbal interactions in the videotaped classes. 
Teachers’ Values Frameworks for Inclusive Teaching 
The teachers, in trying to analyze their own values and frameworks that create 
effective teaching said that the following were important: (1) creating common ground to 
effect communication between students; (2) being open to where the individual is 
(cognitively and emotionally) and using the student to assess what he or she needs to learn 
in order to be successful; (3) being aware of the pulse of the class in order to be able to 
pace the learning activities to meet the students’ cognitive and emotional needs; (4) being 
aware of their (the teacher’s) own learning needs—and not afraid to learn along with the 
students; (5) being able to make the learning fun, or at least not emotionally threatening. 
The teachers did not teach to different cognitive or learning styles associated with 
any gender or ethnic background, but did expect requests for help to be initiated by the 
student. The teachers listed several skills they want students to learn other than the subject 
matter of the courses they are taking. These are (1) self-awareness which includes the 
mind-body connection, (2) metacognition (identifying their own cognitive abilities) and (3) 
self-knowledge. They also thought that the teacher’s personal identity has little to do with 
the students learning, although teachers who themselves are members of targeted social 
groups may find themselves mentors to students who are from that same group. 
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The teachers compared their teaching practices to those espoused by Chickering and 
Gamson’s Wingspread group’s Seven Principles of Good Teaching. The principles state 
that ‘Good practice in (higher] education 1) encourages student-faculty contact, 2) 
encourages cooperation among students, 3) encourages active learning, 4) gives prompt 
feedback, 5) emphasizes time spent actually working on the subject to be learned (time-on- 
task), 6) communicates high expectations and 7) respects diverse talents and ways of 
learning (Gamson, 1991). The teachers would like to see the following concepts be added 
to the Wingspread Principles: (8) encourages student self-awareness on all levels; 
(9) respects different cultures and histories; (10) deals with student feelings and fears; (11) 
empowers the student by demystifying the teacher’s authority by exposing the teacher as 
learner; (12) allows students to assess and validate informal learning, and (13) 
acknowledges and includes the social aspects of learning. 
Summary of the Analysis of Classroom Interactions 
The courses run a gamut of educational experiences, from more innovative courses 
such as a life/work career analysis course and a course based on psychological self 
knowledge to the more practical critical thinking and math courses. Course objectives and 
intent follow these lines (some unusual, some more mundane). There are many objectives 
that call for gains in affective processes, such as communication, self-awareness and self- 
assessment. 
The teachers, to a greater or lesser extent, strove to make the learning experiences 
vital by making the activities of real interest to the students, and by having the students’ 
lives be the primary source of information in a preponderance of the tasks. Most asked the 
student to express themselves in a number of ways, and left many of the decisions about 
their learning with the students. Some also asked the students to do tasks that were higher 
level thinking, both in terms of abstract thinking and high on the scale of Bloom’s 
taxonomy. 
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The teachers also made extensive use of groups, mostly in whole group discussion 
or problem solving. Some required small groups to make presentations to the whole 
group. One distinctive way of using the whole group was requiring students to make 
personal reports to the whole group as a way to gamer personal knowledge and 
commitment for change. 
The teachers utilized many well known principles of learning, including using 
activities whose meaning is close to the lives of students, active participation and having 
students set their own learning goals. They also used alternative learning formats, some to 
more of a degree than others. These included guided visualization, song, games, 
relaxation exercises, drawing, collage, audio and videotapes, charts and graphs, role plays 
and drama techniques. 
There was, however, a dearth of multicultural—in the sense of representing many 
cultures —themes and learning activities in the curricula of these classes. There are many 
inclusive elements (in the sense of accepting all types of learning styles) in the classroom. 
The teachers followed a number of methods of evaluation; learning portfolios, term 
papers and projects and tests. However, these evaluation methods seem fraught with a 
good many problems. The most serious of these may be that final evaluation was usually 
based on tests or writing, which does not allow students with other than linguistic and 
logico-mathematical (Gardner, 1986) abilities to express themselves. 
Responses in the Teaching Journals and Themes of Teacher Intent for 
Learning Activities 
The learning journal questions touched on many areas of teacher concerns such as: 
What do the students enjoy and find positive about their classes, and what do they dislike? 
How is the class making the teachers themselves grow and change? What are the concerns 
the teacher has on the macro (the entire group) level and on the individual level? What do 
they need to do to prepare? This study showed that the more experienced a teacher is, the 
more ‘tuned in’ to the students needs they become. Additionally, there are many 
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dimensions of student reality in the class (the social and personal dimensions, for instance) 
which are hard to know and control. 
The teachers in this study indicated that besides having the students learn the subject 
matter at hand, they also wished the learning activities to: (1) help students assess 
themselves; (2) utilize talents and skills of the other members of the class; (3) facilitate 
group interaction and bonding; (4) help the students to understand their own thinking 
(metacognition), (5) offer students affirmation for their learning; (6) gain teacher support; 
and (7) come to a relaxed state of self-awareness. 
Summary of Videotaped Classes 
The videotapes depict a learning environment that is relaxed, engaging, exciting 
and replete with student interactions. Every class shows the students reaching out to be 
personal, supportive and striving for self-knowledge. This helps students share parts of 
themselves, take risks in interactions and become actively involved in their learning. 
There are interesting forms of verbal interaction found in these classrooms, which 
demonstrate an interaction between teacher and student which is more communicative than 
authoritarian. I think this helps the learning become more accessible. Analysis of student 
responses also indicates an intimacy and level of trust not called for or expected in most 
educational settings. 
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CHAPTER 5 
STUDENT RESPONSES 
In this chapter, I examine the responses of the students from two sources: then- 
weekly learning journals and from the end-of-the-semester focus groups. 
For the learning journals, the students filled out weekly anonymous questionnaires 
(modeled after Brookfield’s 1991 learning journals) which asked about their responses to 
the activities in the class on cognitive, metacognitive and affective levels. In order to get 
information from the focus groups, I interviewed students from the classes about then- 
frameworks for effective inclusive teaching. This took place in two anonymous, out of 
class meetings in a private room at the College. 
Section A: Results from the Weekly Student Learning Journal 
Questionnaires 
This section will consider the results of the data received from the student 
questionnaires. I report first about the demographics of the completed questionnaires, then 
about a series of themes in the responses that emerged from the data. I also analyze the 
students’ general responses to the various questions and examine their views about 
particular courses. Finally, I determine if there are any discernible differences between the 
answers of different gender, ethnic/racial, or income groups 
Demographic Analysis of Responses 
A) Total Number of Responses And Significance Of The Questionnaires 
The learners filled out the questionnaires at the end of each class on a voluntary 
basis. Student volunteers collected the responses and sent them directly to me. 
Throughout the four classes over the semester, there was a total of 403 individual 
responses. Taking into account an average absentee rate and the total number of students 
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enrolled in each class, this represents an approximate 65 - 70% response rate. The 
approximate demographic breakdown of these responses are reproduced in the following 
tables and descriptions 
B) Gender of Respondents 
There is a significant difference between the number of females and males that 
responded to the survey, with the total number of women almost double the men. This 
proportion corresponds to the number of women and men that enrolled in these four 
classes. 
Table 1: Breakdown of Gender of Respondents 
Females Males Not Identified Total 
250 139 14 
63% 34% “3?r \m- 
C) Race of Respondents 
There is a fairly normal distribution of racial/ethnic respondents, with total non- 
Caucasian respondents equaling 40% of the population. This is equivalent to the usual 
population of the College, which has an average minority rate of 39 - 45%. Nine percent 
of the students refused to self-identify on the questionnaires. 
Table 2: Breakdown of Race/Ethnic Background of Respondents 
African- 
Americans 
Caucasian 
Americans 
Hispanic- 
Americans 
Native 
Americans 
Not 
Identified 
Total 
^ 120 209 30 13 31 403 
29% 5l& oo
 
S3
 
~~5% w~ 100% 
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D) Age of Respondents 
The questionnaire respondents were, by a very large margin, mostly in their 30’s 
and 40’s. The range of ages was from 29 - 55. Eight percent of the questionnaires 
returned without any self-identification. 
Table 3: Breakdown of Age of Respondents 
Age 20 - 
30 
| Age 31 -40 | j Age 41-50 1 ! Age51-60 | i Not Identified j j Total I 
1 29 i | 175 | 153 i 13 | i 33 ’ T,,mT "'I j 403 ] 
:0O
 "IST"' j j 38% | [.H.""".1 noon 
E) Income Distribution 
Almost half of the respondents did not identify their income levels. I grouped the 
income into categories that corresponded roughly to poverty level (15K and below), 
working class (15K - 35K), and lower middle to middle class (35K and up). (Note: this is 
a rough approximation of income levels, because I did not ask for family size.) The 
responses ranged from 10K to 85K, with the majority of respondents resting in the 35K+ 
category. When I questioned the students about why they did not fill in this category, they 
mentioned concerns about their privacy being invaded (i.e., from the other learners who 
were collecting the questionnaires) and not wanting to have to face their “depressing 
circumstances” by writing it down week after week. 
Table 4: Breakdown of Income Distribution of Respondents 
j 15K or less 16K - 35 K j \ 36K and up j f Not Identified j Total 
20 68 155 160 403 
5% 17% 
00
 
m
 
.
 
40% 100% 
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Summary of Demographic Analysis of Responses 
The response to the questionnaire was good (65 - 70%), and reflective of the 
population of the College in general, implying a valid response rate. 
Pattern Analysis in the Student Learning Journals 
In order to obtain the broadest possible results of interpretation of the data, I used 
the software Ethnography Through grounded coding, I generated a list of 47 code words, 
which I organized into five categories derived from the identifying words themselves: (1) 
peer interaction, (2) metacognitive views about the teaching/leaming process, (3) positive 
and (4) negative feelings about the class and (5) teacher/leamer interactions. I outline these 
different categories and their import further in the next section, first in a general way, then 
analyzed question by question, and last, analyzed by responses to different courses. 
Different Themes in the Responses to the Student Learning Journals 
1) Theme One: Peer Interaction 
Along with statements students made about actual peer interactions, I found that 
they also made references to helping others, sharing thoughts and feelings, being aware of 
other students and being able to express themselves to others and receive validation from 
them. I categorized statements as describing peer interaction if they talked about other 
students in the class and did not specifically mention the teacher. Some examples of these 
are: 
[The most intense positive learning experience was] when we went around the class 
introducing ourselves. It allowed me the opportunity to learn about the people I 
would be spending every Monday with for the next few months. 
[The most intense positive learning experience was] the group discussion because I 
got others’ perspective on things. 
(The time in the class that I felt most demeaned and patronized was] when the group 
didn’t listen to me. 
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There were 259 statements in the student questionnaires commenting on peer interaction in 
both positive and negative ways. These were supported by statements that talked about the 
importance of helping others (five statements) and sharing personal information with others 
(84 statements). A person who was relating something about the import of sharing would 
say something equivalent to: 
Uhe most positive learning experience] was the explanation of critical thinking. It 
focus (sic) on being open to one’s self and to share your life experiences. 
Learners mentioned feeling and expressing feelings about other students: 
I realized that we all have different and sometimes the same emotions. 
I sometimes feel pain in other people. 
Other words and phrases that indicated awareness of other students were ‘adult learning’, 
and ‘diverse group of people’. There were many statements (31 in all) that indicated 
students felt validated by the class, which presumably included but was not limited to the 
teacher. 
I believe that this preoccupation with peers is an important part of the learning at the 
College, and the huge number of responses that describe aspects of this theme (406 all told) 
is excellent evidence. 
2) Theme Two: Metacognitive Responses 
The second largest category of responses were those that learners made when they 
stepped outside their immediate experience and watched themselves learn or the teachers 
teach and commented on that. What I classified as ‘metacognitive’ responses (217 
responses in all) were statements that were a comment on their own learning processes and 
internal or cognitive states that impact on their abilities to absorb the material. Some 
examples of these are: 
[The most important insight I realized in the class about my own emotional 
responses and learning processes was] I became more caltered as time passes and 1 
become more familiar with the environment 
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[The most important insight I realized in the class about my own emotional 
responses and learning processes is] I am affected by what people say. 
[I am confused about] some of the formulas-I need time to assimilate. 
Of course, the questionnaire s fifth question was created to be metacognitive in nature, 
which accounts for almost half of these statements, but the rest of these were unsolicited. 
A closely related category, which I called “self-assessment,” commented on their learning 
processes and in some way measured them-against other students, against a standard or 
against a time previous in their lives. Students that showed aspects of self-assessment 
made statements such as: 
I am getting more self-confident. 
I can be more now than I was before. 
The negative feedback responses from my classmates was difficult to listen to but it 
really made me think of areas to work on. 
I’m not as far behind the pack as I thought. 
Similar to these were directly stated “goal” statements: “[I] need to continue self- 
awareness and heighten self-acceptance” (10 responses). 
Learners talked about transferring knowledge gained in the class to other areas of 
their lives (22 responses). (In the math questionnaire, this was a direct question.) They 
spoke about their experiences in prior schooling and the differences they found at the 
College. Students also often assessed the teacher’s teaching style or behavior. Some 
examples of this are: 
He talks slowly, doesn’t emphasize stupid errors, encourages use of notes without 
embarrassment. 
The process of doing a collage was great~the magazines not providing appropriate 
pictures was not rewarding. 
The professor is relaxing and enjoyable. Made learning easy. 
There were 58 examples of this, and more that classified the learning as “hands-on” (7 
responses) and “interactive” (3 responses). At least one student talked about being happy 
159 
that he could help the teacher make a point. Several wrote about other types of teacher 
virtues such as being patient (2 responses), encouraging (1 response), positive (1 
response), full of humor or fun (5 responses) and understanding (1 response). 
A very interesting theme that seemed to carry more impact than would be expected 
was the student response to the tests given (two in the critical thinking class and two in the 
math class). Twenty-three students commented on the tests, making it one of the biggest 
theme categories. The comments were both positive and negative, many mentioning fears 
and anxieties, or, alternatively, relief from them. 
3) Themes Three and Four: Positive and Negative Feelings about the 
Learning Experience 
There were more positive reactions to the learning than negative. In the positive 
category, the learners used words to describe their own attitude toward the learning 
process, such as “confident”, “eager”, “enjoying”, “involved”, “risking” and ‘Uplifted.” 
They spoke positively about the environment in the classrooms, using words such as 
“relaxed”, “rewarding”, “safe”, “able to be trusted”, and many wrote about being relieved 
of previous fears about learning (18 responses). Negative reactions were in response to 
situations where the students felt anxious, confused, fearful, frustrated, upset or 
vulnerable. I consider many of these specific situations when I examine the student 
reactions class by class. 
4) Theme Five: Teacher-Student Interaction Responses 
As in any classroom, there is a special relationship between teacher and student, 
and the interactions between teacher and learners have a quality that sometimes reaches 
beyond normal personal exchange. Students at the College wrote about this contact in both 
positive and negative ways. 
Learners described as positive the teacher validating aspects of their work, whether 
it be written approval (i.e., receiving a good test grade back or comments on papers) or 
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verbal responses (appreciation for a good answer). Students also felt affirmed when the 
teacher held their work up as a model to the rest of the class. Some examples of this are: 
[I felt most valued and affirmed] when I was asked by the instructor if the course 
description-syllabus was acceptable to me and if I wanted it changed. 
[I felt most valued and affirmed] when she (the teacher) personally told me what I 
was doing and said a lot about me. 
There were 49 examples of positive teacher interaction in the total student responses. 
On the other hand, when teachers did not acknowledge students, either by not 
calling on them to speak, or by presenting course material in what the students considered 
to be a demeaning way, some learners felt this very deeply. Fortunately, there were only 
11 incidences of this. I will examine these two areas more deeply in the next section when 
we look at the responses in the individual courses. 
Another interesting category is one titled ‘the teacher as learner.’ This came up only 
in Luis's class, and directly emanated from his objectives in the course. Luis undertook the 
learning exercises along with the students and was very open about his process, asking for 
feedback about his self-analysis from the students. Many learners reported this as a 
powerful aspect of their learning process. 
Summary of Themes of Student Responses. Five major themes emerged in 
the students’ responses to the questionnaires. These are: (1) the importance of peer 
interaction; (2) the students’ own metacognitive views about the teaching/leaming process, 
(3) their explanations about positive and (4) negative feelings about the class activities and 
(5) the importance of teacher/leamer interactions. On the whole, students were positive 
about the learning experience and what they were learning, and their responses reflected 
how important their interactions with their classmates were. They also indicated how 
powerful positive and negative interactions with teachers were. 
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General Responses to the Different Questions 
In this section, I examine the different questions and their framework and some 
general idea of the responses that the students gave to them. As noted before, the questions 
were derived from a learning journal developed by Stephen Brookfield (1992). 
1. Question One: “Think back over the class and note down details of the 
activity that gave you the most intense positive learning experience. What 
was it about this activity that was rewarding?” 
With 395 responses out of 403, this question was the most answered of the five 
questions, but perhaps only by virtue of it’s being first. It has several ambiguous terms in 
it, which some learners commented on (for instance, what is ‘intense’ and what is a 
‘learning experience’? At least once, a student responded that “tonight wasn’t intense”). 
The most common response was to comment about the actual content of the learning 
experience (i.e., “the JoHari Window Exercise” or “defining the collage”). A close second 
to this was reports of interactions with peers (112 responses), and third most frequent 
were metacognitive in nature (53 responses). These responses about peers are significant 
because it points out interesting aspects of adult learning (i.e., what are we really learning 
when we learn in groups? Sometimes the content gets subsumed under a very different 
curriculum—the curriculum of human interaction). The metacognitive responses are very 
interesting because the question itself is not pointedly metacognitive in nature. This may 
mean that there is a high degree of self-introspection and ability to step out of the learning 
experience and identify the cognitive aspects, set goals and assess growth. 
John’s question one: “What did you learn tonight?” brought mostly the expected 
descriptive content answers (i.e., “Geometry” or “Signed numbers”). However, there was 
a significant number of learners who wrote in a metacognitive fashion, and the 
preponderance of comments about tests came into this category. 
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■ «_ I I . v ov^r the class and note down details of the 
time in class when you felt most valued and affirmed and why you think 
this was so.” 
Of course this is an unusual question, because being valued and affirmed are not 
necessarily considered to be essential ingredients for learning. However, students offered 
almost 300 responses to this question, making it second in frequency. Peer interaction was 
once more at the top of the list, with 83 responses, and a related theme—sharing thoughts, 
feelings and life experiences—assumed a close second with 39 responses. Appreciation of 
the teacher’s personal validation was high here, especially in Rosa’s class, and there were 
many comments about the teaching process as well. 
(Note: This was such an unusual concept in education, that John did not even 
attempt to frame a question that corresponded to this.) 
3. Question Three: “Think back over the class and note down details of the 
activity that gave you the least positive learning experience. What was it 
about this activity that was not as rewarding?” 
There were only 78 responses to this question, less than 20% of the total 
responses. The largest category was about peer interactions, a very interesting 
development for teachers to consider. Because they are usually trained in creating and 
maintaining the relationship between themselves and students, I think that teachers have 
paid very little attention to the relationships between students. 
The second largest category was comments made about frustrating occurrences in 
the teaching itself (not having enough materials to make a collage, etc.) and the content 
matter. The last significant category of responses was metacognitive in nature (e.g., “Lost 
when discussing the reading assignment. I could not relate to the reader (sic) at times.”), a 
reflection on difficulty in comprehending the material. 
John’s question two (equivalent to this question) “1am still confused about- ” 
actually had fairly few responses considering the subject matter and the math-phobic 
learners that attended. Most of his students’ responses were metacognitive and often 
reflected a failure of confidence. 
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4. Question Four: “Think back over the class and note down details of the 
time when you felt most demeaned and patronized and why you think this 
was so. ” 
As one might imagine, this was the “hot” question of the questionnaire, with three 
of the teachers (and the researcher!) dismayed about asking such a thing so bluntly. There 
were few responses-and many vociferous protestations to the contrary (i.e., “I’ve never 
been treated this way in this class!”), and those are, of course, very instructive. Out of the 
28 responses (7% of the total), ten reflected interaction that took place with peers, nine 
spoke about feeling devalued through an action by the teacher, five were about values that 
were not reflected by the class or teacher and four were in reaction to tests or class content. 
I will examine each of these in the next section pertaining to the individual classes. 
John was adamant about leaving this question cut. He had too much to fight 
against already, he argued, with all of the negative feelings students had about math from 
prior schooling. We tried to incorporate its essence in a Likert-style question (a horizontal 
line with the left edge inscribed with “Falling flat on my face” and the right edge with “Able 
to leap tall buildings! ”) which asked: “Mark on this line how John has made you feel about 
your ability to learn tonight. Any special reason why?” In retrospect, I regret having 
phrased this aimed so specifically at the teacher’s impact on learning, especially with all the 
information I have now about the impact of peers on learning. John’s student responses 
are markedly lacking in information about other students which belie some of his activities 
and the experience I observed in his class, where the students interacted as a matter of 
course with each other-helping the person up at the board, joking and teasing each other, 
and engaging in private conversations. 
The responses that John had were mostly numerical, with the majority being around 
8 and 9 (on a scale of 10), and verbal explanations said a lot about his teaching style 
encouraging them to gain more confidence and his use of humor to relax and relieve them 
of previous fears. 
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5. Question Five: “Think back over the class and note down details of the 
most important insight you realized in the class about your own emotional 
responses and learning processes.” 
As I mentioned previously, this question is framed to try to get learners to examine 
their own psychological processes (both cognitive and emotional) and so is metacognitive 
in nature. There were 146 responses that fit the categories of metacognition and the 
associated self-assessment. Peer interaction, as usual a big factor in the students’ 
awareness, was the second most frequent response category, with some comments about 
various ways that they handled feelings. 
John’s question three “Is there something you learned tonight (perhaps about 
yourself) that you ’re going to put into production in your non-class life? ” was our attempt 
to approximate the meta-analysis that question five provokes, which was indeed 
successful. Many of the responses mentioned aspects of thinking that they had just realized 
they had, and ways that they needed to work in order to be successful at the type of tough 
thinking that understanding math entails. Gaining confidence was a very important part of 
this analysis. 
Summary of General Responses to the Different Questions 
The first two questions asked about positive responses to the learning experiences 
and they were by far the most frequently answered questions. Students responded 
positively about peer interactions and their own metacognitive views of their learning. 
They felt most affirmed by being able to share thoughts, feelings and life experiences with 
others. 
The second two questions queried about negative feelings about the learning 
experiences, and were not as frequently answered. The students reported feeling frustrated 
about interactions that occurred between their peers, when something blocked effective 
teaching (i.e., not enough materials), or when they found the learning too difficult. The 
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students felt demeaned by interactions that occurred between students, by comments made 
by the teacher, by personal values which were not affirmed by the class, and by tests. 
The students responded to the metacognitive fifth question with excellent self- 
analyses. They also commented a great deal about their peers. 
Student Responses to the Different Courses 
In this section, I examine each of the four classes for patterns of response and 
compare them to the teachers’ intent and provision of content. A close inspection like this 
allows analysis of student responses within the framework of the learning experience. 
Mary’s Course: Lifelong Learning 
In this singular and flagship course in the non-traditional structure of the College, 
the content studied is the student herself—her assets, abilities, experience, learning styles 
and goals. A second purpose in the course is creation of a mechanisms of peer support, 
and Mary’s class certainly excelled at this. Responses which spoke positively about peer 
interaction far exceeded those of other classes. This class was riveted to the large group 
interaction-some students even complained when Mary formed them into small groups. 
This may be the reason that in this self-assessing course, the overall metacognitive 
responses were much lower than expected. The social interactions overshadowed 
everything else. 
Mary had fewest negative comments of all the teachers. The majority of these had 
to do either with peer interaction or this study’s questionnaire (the students in Mary’s class 
resented this questionnaire so much that eventually they stopped filling it out—three classes 
before the end). 
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Luis's Course: Psychological Perspectives 
As Luis had explained, the way he presented Psychological Perspectives this 
semester was changing from a course where introspection was integrated with observations 
about the world within which the students moved (‘inter’ and ‘intra’) into a highly 
introspective course (almost all ‘intra’)- This explains why metacognitive and self- 
assessing responses were higher than any other class. Luis also was presenting this class 
to second-level students, old hands at the College experience, and he expected to utilize a 
co-planning method of teaching, which incorporates student decision-making in the course 
framework, a strategy which failed at first with this particular class. This explains the 
extremely high number of ‘meta-teaching’ responses, as the learners reported staging a 
‘mini-coup’ in response to perceived lack of course structure, and then participated in a 
feedback session at the aid where they recommended changes to the course for the future. 
(Of course, this investment and control of their learning process was just what Luis wanted 
them to show at the beginning of the semester, but they apparently weren’t ready for it until 
the sixth session). Another aspect of Luis's teaching was evident in the students’ positive 
responses to the rides he took by participating in the same self-analysis activities that he 
was asking of the students, sharing his work with the learners and opening himself up to 
feedback from them. Of course, peer interaction was extremely important to the students, 
with favorable comments coming about interaction which occurred both in the large group 
and when the class broke down into small groups. 
Luis received negative comments about some details that were frustrating to the 
students (not enough pictures for a collage they were making) and about psychological 
content issues which the students resisted (“[The least positive learning experience was] 
when we started to get too deeply into the subject of self.“) Of the three responses to 
question four which dealt with feelings of being demeaned, two were reflective of peer 
relationships, and one was because of a clash in values, which may or may not have 
emanated from Luis (the student objected to the “anti-Catholic” sentiment that was floating 
167 
around the class). Actually, because this is a course laden with values (the learners read 
Jung, Gurdjieff and other writers who have an extremely strong philosophical base), the 
fact that there are so few value clashes is actually very interesting. 
Rosa’s Course: Critical Thinking 
Perhaps more than any of the other teachers, Rosa had set up her classes in a more 
traditional, teacher-centered style, although she offered the students plenty of opportunity 
for peer interaction. She did this by using classic means of grading (tests and papers) 
through which she can respond on an individual level to the students. This is why her 
teacher-student interaction responses were so numerous, as learners comment happily on 
good marks and comments on tests and papers. This also was a source of discontent for 
students as they complained about the tests and the grades. Students loved her way of 
validating them after they spoke by acknowledging what they said. These learners, unlike 
Luis’s students, are first semester students and they seem to appreciate the very structured 
way she had of guiding them through the material. Rosa’s intent in the critical thinking 
course is student self-awareness of their own thinking processes and she obviously 
succeeds in this as evidenced by how many of her students’ responses were metacognitive. 
Responses that spoke positively about peer interaction were also extremely high, as were 
statements that reflected bad feelings about peer interaction. Once again, this is a very 
interesting aspect of teaching methods that arise from non-traditional setting such as the 
College. What control or training can teachers find to mitigate negative interactions that 
occur among learners in cooperative groups? 
John’s Course: Applied Mathematics 
The most significant aspect of student responses to the questionnaire in John’s class 
was the evidence the students showed about the emotions they were feeling while learning. 
This is especially significant in light of the questions that we finally settled on which 
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effectively stripped away affective aspects of learning. They spoke, mostly positively, 
about feeling encouraged and more confident, enjoying themselves, having fun, relaxing, 
and a surprising number talked about finding relief from fear. They also had more negative 
emotions than in the other classes, experiencing anxiety, confusion, frustration, upset and 
fear. Metacognition and self-assessment were high in this class, and there were, once 
again, many comments about tests, most of these negative. 
Summary of Differences between Responses to the Different Teachers 
In many ways, these responses reflect the different orientations the teachers have. 
Since Mary’s course is geared for group support, most of the students’ comments are about 
their peers. Luis’s course is based on self-knowledge, so metacognitive responses were 
high. He also tried to give over control of their learning to the class, so comments about 
the teaching methods were also high. Rosa’s more traditional methods made the 
teacher/student interaction comments higher than the other teachers, and negative responses 
to tests are common in her classes and in John’s. The students in John’s math class 
commented a good deal about their feelings about their ability to do the work. 
Differences (If Any) between People of Different Gender/Racial/Ethnic 
Backgrounds and Orientations 
There are many difficulties that come into play in this section of the study that cause 
these data to be questionable. The first difficulty is the large number of students that did 
not self-identify one of the variables (race, sex, or family income levels). The second is the 
problem with determining the relative percentage of people writing about the various 
themes. (In other words, within every race/sex category, there may be 82 responses, 
twelve of which were from one person who had a particular idea about the College. The 
impact of these responses in a relative frequency analysis could skew that category more 
than in the larger study.) The third difficulty is that it is unclear how far an analysis of the 
different variables (Le., comparing female Hispanics between the age of 30 and 39 to those 
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who are between the age of 40 and 49) would benefit this study, so I chose to analyze the 
data on just four categories of variables: age, gender, race and socio-economic level, which 
resulted in fifteen classifications. 
There are fifteen general demographic categories that the data broke into: four age 
groups (20+, 30+, 40+, and 50+); eight gender/racial groups (European-American, 
African-American, Hispanic and Native American males and females); three family income 
groups (those making $15,000 and below; those making between $15,000 and $35,000, 
and those making more than $35,000 yearly). In all of these categories, there was very 
little difference in the three most frequent themes—peer interactions, meta-cognitive 
responses to the teaching and descriptions of the content of the courses all occupied about 
20-30% of the total in-category themes. The next most common themes were instructor 
validation and appreciation of sharing with other learners. The last two most frequent 
themes were reflections on testing, comments on the instructor’s teaching and thoughts on 
their own confidence levels. None of these themes showed any preponderance in any one 
demographic category. 
Summary of Differences between People of Different Gender/Racial/Ethnic 
Backgrounds and Orientation 
The students showed virtually no difference in response to the questions in any 
demographic category. 
Section B: Results of the Student Focused Discussions 
Introduction and Demographic Analysis of the Student Discussions 
At the end of the semester, I spoke with the classes and asked for volunteers to 
come to a student focused-discussion group. Although I had many people sign up to come 
on the two evenings that I scheduled the meetings, only six students showed up: two 
Caucasian-American women, two Caucasian-American men, and two Hispanic-Americans: 
one male and one female. 
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I asked the students the same questions that I had asked the teachers at the first 
interview. These are: What principles and behaviors are most important in teaching women 
and men of different ethnic and racial backgrounds? Should there be different ways of 
teaching the different types of learners (i.e., European-American men and women, African- 
American men and women)? What is the optimum balance of affective and cognitive 
behaviors needed in an adult learning environment? Are there important other variables 
(i.e., class size, age, academic readiness) that contribute to academic success? And -- Does 
the personal identity of the instructor (i.e., race, gender, class) have any impact on student 
learning? I also offered them a chance to speak about anything else they wished. 
1. Responses to Question One: “What principles or behaviors are most 
necessary for teaching men and women of different racial and ethnic 
backgrounds? ” 
The first response that students offered to this question was a call for structure: a 
clear delineation of the course and what is expected of them. They mentioned the need for 
a good syllabus and clear communication skills, which allowed the student to understand 
right away what was expected of him or her. But they were careful to say clarity should 
not equal inflexibility. 
A second area that the students considered is the role of the teacher as facilitator of a 
uknowledge-change ” process. They felt that learners have a right to acknowledge their 
own knowledge, and that the teacher should work with that base of knowledge to facilitate 
the change which is learning. One student went so far as to declare Put me through the 
process, and let me worry about the content!” This means monitoring and providing 
feedback about this progress so that the learner can be responsible for his or her own 
learning. How do they think teachers do this? Know the student, her learning style, and 
monitor her growth in academic competence. 
These discussions led into considerations of the role of teacher as expert. They all 
felt it important that the teacher be expert, but approachable. The best teachers, they said, 
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were ones who allowed you to contribute to the general knowledge, who encouraged 
learners to have their own viewpoint, who worked in a collaborative, collegial way. 
Credentials were not as important as the other aspects of teaching such as knowing the 
learning process and being able to communicate that process. One student recounts this 
experience: 
I can remember having a really hard time with my first research paper and I was 
blocking because of it. And the teacher, who is a very firm teacher, said "Don’t 
worry about the time [it was due]. Just do what you have to do.” And that's all I 
needed to unlock myself and go, because I was not used to [the process of writing]. 
[The teachers] seem to be really sensitive to individual needs, and it's always been a 
relief to me-freeing. 
The students find that the most effective teachers are helpful and available, have 
humor and patience and are respectful and caring. The students expect that their teachers 
are human, and understand that the orientation of the GSPP program-the focus on the 
learners—is a very challenging way to teach. 
2. Responses to Question Two: “Should there he different ways of 
teaching the different types of students?” 
The students unanimously rejected the proposition that there be different ways to 
teach men and women from different cultural and racial backgrounds. They all thought that 
there are individual differences in learning styles (one even talked about the Kolb (1985) 
Learning Style Inventory framework), and that teachers need to be aware and sensitive to 
these learning differences, but that it should not be assumed that it is a difference that 
occurs across cultural or racial backgrounds. Several students talked about challenges that 
are faced by English as a Second Language (ESL) learners, in a culture, they said, which 
assumes that English is better. Communication problems are enhanced by language and 
cultural difference, they noted, and teachers should make an effort to get to know the 
cultures of the students they teach in order to tune into these problems and be able to open 
the discussion to allow these different perspectives. One student shared his experience 
with watching ESL problems in the computer lab: 
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[Bill]: ..[I remember being] in the computer class, where a Haitian woman (who is 
my pal) hasn’t a clue as to what the teacher is saying...p think there may be] 
courses where there would have to be sensitivity to the lack of depth in the 
language. 
[Margarita] But don’t you think that learning computers is like learning a second 
language? 
[Bill] Yes, but I can articulate my stupidity, and I don’t think some of the folks can. 
Since I worked in Europe, I always turn it around and say, how would it be if I had 
to do this in Flemish - I'd be in big trouble! Because most people who can translate 
cannot translate technically. Take a simple thing like the button that says "ENTER” 
or "RETURN". I remember the teacher saying "Hit the RETURN button," and 
mine said "ENTER." I'm looking all over the damn thing, and I'm losing valuable 
time, and now she's ahead. Now, I have such an anxiety attack, I might as well go 
home. 
Despite some extremely probing questions about different educational needs 
between the genders, the students did not hold with the idea. Bill, the student quoted 
above, thought that there might be a need for different schooling for teenage girls, where 
being smart was a social disadvantage, but he did not feel that grown women needed this. 
None of the women wanted different educational formats for the two genders. 
3. Responses to Question Three: “Does the personal identity of the 
instructor (i.e., race, gender, class) have any impact on student learning?” 
In this related question, the learners were also adamant—there is no impact of the 
personal identity of the instructor on their learning. All they require is that the teacher have 
qualifications, and a knowledge of the teaching process. Most talked about the value the 
different "flavor" each person's cultural background can provide to the topic. The biggest 
pre-requisite, they all said, was that the teacher be comfortable with their subject matter. 
4. Responses to Question Four: “What is an optimum balance of affective 
and cognitive factors incorporated in the subject matter of their classes?” 
Generally all the students agreed that the recognition of feelings, beliefs and values 
is as important as the subject matter. They said that content may even be less important 
than establishing values about the learning, because, as one student put it “if you don t 
know yourself, you can’t change.” They equated acquiring knowledge with changing 
oneself, and spoke of people who are in the highest level of academia as people who have 
the most trouble with “process” (acknowledging and dealing with feelings, beliefs, values, 
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etc.).One male noted that he felt that content is better remembered if connected to some sort 
of values framework. 
One woman spoke about another issue that this topic touched on~academic 
support. She noted that students often see only their mistakes-they do not see what they 
are effective at. The supportive atmosphere at the College allows people to be 
acknowledged for their abilities. 
5. Responses to Question 5: “What are other factors (i.e., class size, 
academic readiness) that impact upon learning?” 
There were a number of issues that the students brought up in answer to this 
question. The first was being in an environment of adult learners-- people who are serious 
about learning, who are returning to school and are struggling. Other people can see the 
struggle and support each other through it. 
A second consideration was class size. They wanted a class where everyone can 
see each other and ask questions (one on one). Larger classes (i.e., more that 25) can 
mean that people get into trouble about time, and quiet people are short-shrifted. One 
student pointed out that classes with too few in them can also have a problem in getting 
going. 
When asked about academic readiness, and the different levels that people bring to 
the College, all of the students seemed to feel that there was no problem with the different 
levels. They noted that they can help others and learn more about the subject and 
themselves when there are discrepancies between personal knowledge bases, and so they 
viewed different levels as an asset. Some of the students pointed out that the people at the 
College who did not have knowledge in academic subjects often had expertise in other 
areas, so they did not look down on them. 
Another attribute of the College vital to the students was the non-competitive 
atmosphere that allows the support that they found so helpful. Several suggested that this 
support can be even stronger. For instance, one Hispanic student suggested that there is a 
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need for ESL support groups, to help learners struggling with the language along with the 
subject matter. 
Summary of the Results Of The Student Focused Discussions 
In the end-of-the-semester discussion focus group, the students called for an 
effective teacher to be: 
• structured, with a good syllabus and clear communication skills; 
• flexible to adjust the learning to meet the students’ learning needs; 
• able to facilitate a knowledge-change process; 
• willing to know the student, her learning style, and to be able to monitor 
monitor her growth; 
• expert in her subject, but approachable and willing to enter into the learning in a 
collaborative, collegial way. 
The students did not believe that teachers should teach to different cognitive or 
cultural styles, but to acknowledge individual differences in learning. They did believe that 
teachers making an effort to get to know the cultures of their students could be helpful. 
The students also did not believe that the personal identities of the teachers affect their 
presentation of the subject. 
They also agreed that effective teaching involves the recognition of feelings, beliefs 
and values in and about the subject matter. They noted that acquiring knowledge could be 
equated with changing oneself, which is a process which is best made plain in the 
classroom. One student also pointed out how important academic support can be for adult 
students who often only see their mistakes, not their abilities. 
The students felt that effective learning can only take place with other mature adults 
and in small classes. They did not see the different levels of skills that adults bring to the 
learning environment as a drawback-they felt that they could gain much knowledge by 
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teaching someone else. They also felt that essential for the learning was a non-competitive 
atmosphere. 
Section C: Summary of Student Responses 
Responses to the Student Learning Journals 
Five major themes emerged in the students’ responses to the questionnaires. These 
are: (1) the importance of peer interaction; (2) the students’ own metacognitive views about 
the teaching/leaming process; (3) their explanations about positive and (4) negative feelings 
about the class activities; and (5) the importance of teacher/leamer interactions. On the 
whole, students were positive about the learning experiences in the four classrooms and 
what they were learning, and their responses reflected how important their interactions with 
their classmates were. They also showed powerful positive and negative reactions to their 
teachers’ feedback. 
The students were highly sensitive to peer interactions and their own metacognitive 
views of their learning, and most felt affirmed by being able to share thoughts, feelings and 
life experiences with others. They reported frustrations with (1) interactions that occurred 
between their peers, (2) when small things got in the way of effective teaching (i.e. not 
enough materials for a project,) or (3) when they found the learning too difficult. Although 
they did not report feeling demeaned often, when they did it was because of some 
interactions that occurred with their peers, by comments made by the teacher, by personal 
values which were not affirmed by the class, or by tests. 
Responses to Student Focus Group 
In the end-of-the-semester discussion focus group, the students called for an 
effective teacher to be: (1) structured, with a good syllabus and clear communication skills; 
(2) flexible in order to adjust the learning to meet the students’ learning needs; (3) able to 
facilitate a knowledge-change process; (4) willing to know the student, ho- learning style, 
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willing to enter into the learning in a collaborative, collegial way. They also felt that 
teachers needed to acknowledge individual differences in learning styles, and different 
feelings, beliefs and values in and about the subject matter. 
The students felt that effective inclusive adult learning can only take place with 
mature adults in small classes in a non-competitive atmosphere. They did not consider 
different ability levels to be a problem. 
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CHAPTER 6 
SUMMARY AND CONCLUSIONS 
The focus of this study is to determine what teaching behaviors and values 
contribute to creating an inclusive climate for the education of all learners in a small college 
with a diverse student body. I studied the actions of four instructors during one semester 
and the responses of their students to that teaching. I interviewed each teacher three times 
to establish his or her framework of values and intentions for choosing their activities, and 
spoke with a small group of students at the end of the semester to obtain their views. 
In this chapter, I summarize the results of the research by first reporting the 
teaching behaviors, then examining the teachers’ values and finally the student responses. 
I compare these data to the literature reviewed in Chapter n. I analyze some of the 
methodology I used and some possibilities for their future use. I then discuss some 
implications for future study. 
Section A: Description of Effective Teaching Behaviors 
As described in Chapter IV, the four teachers submitted weekly teaching journals 
and class activity charts for a whole semester, which were corroborated by weekly student 
learning journals. I observed teacher/student interaction in two classes (and videotaped 
one). Using grounded theory techniques (Strauss and Corbin, 1990), I analyzed the 
resulting information in a number of ways. These included the quantification and 
description of different sorts of classroom activities, various themes of teacher intent (what 
the teacher wanted the students to get out of a learning activity), socio-linguistic interactions 
and student/teacher interactions both in and out of the classroom. The questions I 
addressed were: What are some of the types of activities used by these four teachers while 
teaching a diverse adult student body? What texts, curriculum, language do they use? 
What concerns do they face about teaching such a diverse group of students and what steps 
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do they take to deal with those concerns? What preparation do they undertake and what 
activities do they engage in outside of the classroom? In sum, what do they do that helps 
create a climate which welcomes, engages and challenges members of different social 
groups? 
In this section, I report on the activities that were judged by both the teachers and 
the students as effective and which were utilized by most of the teachers. 
Use of Groups for Support, Creativity and Personal Change 
The teaching behavior judged as most effective by both the teachers and students 
was the use of groups—whole groups, small groups or dyads-to help the students deepen 
their understanding of the subject matter and themselves. Although these groups were not 
as structured as those being developed by the cooperative learning movement (Johnson and 
Johnson, 1975; Slavin, Sharan, Kagan, Lazarowitz, Webb and Schmuck, 1985), many of 
the participants in the study found them stimulating and helpful. 
The four teachers used the larger groups for: 1) understanding the social creation of 
knowledge by being exposed to a diversity of opinion; 2) helping to deepen a commitment 
to a personal course of action by having the student report it to the group; 3) using group 
inductive reasoning to solve problems; and 4) generating new ideas by such techniques as 
brainstorming. They used small groups and dyads to encourage the students to voice their 
reactions to academic matter in a non-threatening environment and to offer feedback and 
suggestions for growth to peers. Many students reported that working in groups broke the 
isolation that they often felt in confronting new and difficult academic material and made 
them feel less “stupid” when they saw others were struggling as much as they were. 
Working in groups also helped students practice presentation and persuasion skills, which 
can be important for success in the workplace. 
But I feel that student growth through the group experience at the College occurs m 
part because of the socially diverse nature of the student body-the actual numbers of 
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people of different races and ethnicities. I think if there were lower numbers of people 
from targeted social groups, individual students from these groups probably would not feel 
safe enough to enter into the discourse. This diversity of the student body at this site is a 
reflection of the College’s liberal admissions policies (see Appendix A for more 
information on the College’s mission of access). 
Some of the cultures represented in these classrooms include men and women of 
different races, ethnic groups, socio-economic classes and physical abilities. Even the 
various occupations of the students contribute to the accretion of different cultural views. I 
think that allowing students to speak from their own experience/culture makes two things 
happen. First, because their statements are accepted positively by the teacher and the rest 
of the class, their own cultural experience is validated. Secondly, by people of different 
cultures sharing about their personal struggles, the rest of the members of the class not only 
learn about different cultures, they see, hopefully through empathetic eyes, the life 
challenges that others face. 
However, although the students appreciated working in groups more than any other 
learning activity, they also complained about it. Some indicated that they were upset when 
their partners did not listen to them or “got off-track” in an assignment (which did not, 
fortunately, happen very much). Others did not feel their ideas were acknowledged by the 
group. I think these problems occurred because most of the students have not had training 
in group dynamics and sometimes found themselves in what they saw as irreconcilable 
conflicts. Nor have the teachers been trained in group facilitation, which may have been 
the reason there were so many complaints about this aspect of the learning relative to other 
areas. Training for both students and teachers in group processes would probably benefit 
many realms of the teaching and learning environment at the College. 
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Use of Metacognition and Self-Assessment 
The second teaching technique most favored by both teachers and students occurred 
when teachers encouraged student metacognition-asking students to look at and reflect 
upon their own thinking and learning processes—and the use of conscious self-assessment 
of academic skills. This is very different from usual academic practice which emphasizes 
receipt of subject knowledge. Acquainting the students with metacognition and self- 
assessment of their own learning offers them tools for the improvement of thinking and 
leaming-they become more able to assess and adjust thinking strategies to meet new 
challenges. 
Interactive Classroom Activities 
Three of the teachers used many different types of interactive classroom activities 
which call for the students to verbally apply the principles they have learned and to 
synthesize new applications of this knowledge. These included group discussions on the 
reading, problem-solving teams, and personal feedback sessions. Having the students 
work in smaller groups seemed especially effective, as it allowed even the more reticent of 
students to voice their thinking and personal reactions. 
Acknowledging Different Learning Styles 
Some of the teachers offered many different kinds of classroom activities-writing, 
discussing, drawing, constructing collages, acting out skits and role-playing. This use of 
alternative expressive modalities allows people with different learning styles an opportunity 
to excel at something in their academic environment which can then give them the self- 
confidence to attempt activities which are outside of their realm of comfort (Gaxton and 
Murrell, 1987). It is interesting, however, that although the instructors presented exercises 
that acknowledge different learning styles, their evaluation systems generally did not-they 
simply tested people on their abilities to write at a college level. This emphasis on linguistic 
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intelligence is not reflected in the general academic program (for instance, the culminating 
thesis of the master’s program is called an Independent Learning Project because seminar 
leaders accept all manner of ways to express graduate level learning: research papers, multi 
media presentations, community service projects, etc.). I will talk more about the problems 
with evaluation in a later section of this chapter. 
Integrative Learning which Calls upon the Different Student Cultures 
Another important teaching method demonstrated by the instructors was creating 
exercises which call upon the student to integrate her or his own culture into the classroom. 
Breaking down the barriers between school and home by acknowledging different 
backgrounds and experiences seems to increase the understanding of academic information, 
because students can relate abstract information found in the classroom to the more concrete 
understanding they have at home. And, as I mentioned before, I feel that this integration of 
cultures into the academic world helps to produce an effective and non-divisive 
multicultural climate where students see each others’ struggles as members of various 
groups in American society in a non-threatening way. I think that this can help students 
become allies to each other. 
Close Teacher/Student and Peer/Peer Feedback Connections 
The teachers made use of various teacher-to-student feedback techniques which 
range from written comments on specific ‘feedback’ cards and on papers to personal 
meetings in class and out of class. In addition, the teachers set up many forms of peer-peer 
response opportunities which allowed students to hear supportive and constructive 
comments. 
182 
Academic Support Group Built into the Curriculum 
Another valuable aspect of the learning environment was a credit-bearing forum 
meant to provide academic support for all students (the Lifelong Learning Seminar) which 
emphasizes the integration of learning with students’ lives. Other higher education 
institutions offer support groups for women and people of color, but these are usually 
outside the academic requirements of their programs. I feel that this practice, although 
meant to be positive, can stigmatize marginalized students, as they see other students make 
it through school without such groups when they cannot. The College’s assumption that 
all students require a system of academic support does not single any group out as 
deficient, but provides an environment that is rich in diversity and allows students to be 
honest with each other about areas in which they need to grow. In the Lifelong Learning 
Seminar, the students reported that helping others proved to be a rich source of learning. 
Teacher as Facilitator 
Having the teacher be more a facilitator than a professor proved to be an important 
part of the teaching/1 earning relationship. Although the students expect the teacher to have 
expertise in the subject, they thought it less necessary than knowledge of how to help the 
students acquire their own expertise. This changes the power relationship between the 
teacher and student from benefactor/benefactress (she who gives knowledge and she who 
receives) to that of coach/ally, which is quite a difference in the psychological interaction. 
This may be the reason why the instructors, especially in the academic support course, 
Lifelong Learning, emphasized personal responsibility for education and the creation of the 
capacity for learning throughout one’s life. They also provided many opportunities for 
group decision making for whole class learning. 
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Section B: Teacher’s Values into Action in the Classroom 
I interviewed the teachers three times during the study, at the beginning of the 
semester, in the middle and at the end of the study, when I reported my conclusions to 
them and received feedback. During these interviews, I asked them about their 
backgrounds and about their philosophy of teaching, especially in regards to women and 
people of differing races and ethnicities. Together, we examined the Wingspread study 
group’s Principles of Good Teaching (Chickering and Gamson, 1992), a model of 
excellent college teaching which is embraced by some multicultural educators (Greene, 
1989), and compared it to the experience that the instructors had while teaching at the 
College. The questions I try to address in this section of the study are: first, do they have 
common values and beliefs about teaching despite differences in culture, background and 
gender; and second, is there a relationship between the values that the teachers hold and 
their behaviors in the classroom? 
I did not observe any differences between the teachers’ values frameworks that 
were based on gender or ethnicity, although I did hear an added feeling of responsibility on 
the part of the two Hispanic teachers to be role models and mentors. There was more 
commonality than difference on the whole among the teachers. 
I detected three ‘themes’ that seemed to drive the teachers’ actions in the 
classroom. These are: (1) an awareness of differences between students but a reluctance to 
pre-judge; (2) a deep sensitivity to the affective aspects of education; and (3) a conception 
of teacher as empowerer. I explain more about each below. 
Awareness Of Difference with a Reluctance to Pre-Judge 
The teachers were conscious of student difference—not only of race, ethnicity and 
other typical demographic categories, but also of learning style and occupational difference. 
These they counted as an asset in the class and used student differences to explore a 
richness of orientation that reflects real life. The teachers emphasized the individual, and 
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sought out students strengths in order to build on these. They all expressed a wariness of 
pre-judging students on some demographic variable, but stated that they encourage students 
to come to them with individual learning needs with which they try to help. 
Awareness and Use of Affective Aspects of Learning 
All of the teachers were aware of and appreciated how powerfully feelings, 
behaviors and values affect learning, and each tried to use these in the classroom to enhance 
the learning. They often called upon the class group to act either as witnesses or support 
people, or to role play or participate in different experiences in order to raise the emotional 
ante. Questions like “How do you feel V were common. The instructors emphasized 
emotional metacognition— teaching people to watch their processes of thinking and feeling 
(such as in understanding how to overcome fear of tests) and thereby become able to 
change these processes for the better. 
Conception of Role of Teacher as Empowerer 
The teachers viewed their role as similar to the midwife/coach called for the by the 
group of women who wrote Women’s Ways of Knowing (Belenky et al, 1986). Each of 
the instructors understood the learning process to be one that is evocative—coming from 
within the student—and sometimes painful, and thought of themselves as a supporter and 
facilitator. Each one was aware of the disempowered position of the typical GSPP student, 
and spoke about learning as a form of empowerment. 
These values seem to stand in the classroom until the teachers need to evaluate 
student learning. Then they fall back on traditional, and what I would consider to be 
disempowering ways of behavior. (See section below about problems in evaluation). 
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Section C: Student Response 
As explained in previous chapters, the students responded to their experiences in 
every class by filling out anonymous ‘learning journals’, a series of five questions that 
asked about different positive and negative aspects of their learning experience (Brookfield, 
1991). In addition, I met with two groups of students at the end of the semester, and asked 
them many of the same questions I asked the teachers in their interviews. I analyzed these, 
using grounded theory techniques, for emerging themes which I then quantified (to 
determine which were mentioned most) and tried to scrutinize for meaning. They are: the 
importance of the social dimension of learning, the vital role of the instructor and the value 
of applying and integrating their learning with their everyday lives. Here are some detailed 
explanations of each. 
The Importance of the Social Dimension of Teaching and Learning 
Probably the most startling aspect of the student response to the teaching at the 
College is how important the social dimension—what happens between the students as 
peers—was to their learning. In the learning journals, peer interactions were mentioned, 
both positively and negatively, 406 times (in comparison, the next most-mentioned 
category was cited 217 times). The veteran teachers had some idea of how important this is 
in the classroom, but not to the extent reported by the students. Sometimes it seemed as if 
the cognitive aspects of class were secondary to the learning taking place among the 
students. 
Examining the situation at the College from the students’ eyes can be instructive. 
The diversity found in the classes is unusual for most of the students who come from fairly 
homogenous family and work environments. The students are aware of the diversity when 
they enter—they have met other students in various pre-acceptance workshops, they have 
met staff and faculty at the College—but the actual experience is exciting. Another 
phenomenon is the leveling of social and economic classes. Nurses aides sit next to bank 
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vice presidents, and it does not really seem to make a difference because they each have in 
common one goal - to get through the program and be successful in an academic setting. 
I think these conditions create a certain clarity of personal interchange. Instead of 
seeing each other in their usual societal roles, students see each other as people—with 
strengths and weaknesses, values, feelings, abilities and disabilities. It becomes an 
unusual situation allowing an odd sort of soul-to-soul experience that only happens in 
extraordinary circumstances such as catastrophes (like the Los Angeles earthquake) and 
certain simulated situations (like sensitivity or T-group experiences and wilderness survival 
training). These experiences can be illuminating and precious to the participants, who 
begin to see life from alternative perspectives. So it is not so odd that their peers are the 
primary focus for the students. This may also be the reason that students are not disturbed 
by the different starting points offered by students faced with the various challenges (such 
as learning disabilities and English as a second language). They find the opportunity to 
help each other in the non-competitive atmosphere a positive part of the process. 
Powerful Role of Teacher 
Although the center of student attention is on peer relationships, teachers still played 
a crucial role in the students’ emotional lives. The learners did not want the instructors to 
assume the role of a typical professor—the distant dispenser of knowledge. They felt that 
the teacher’s job is to provide an appropriate structure for learning, to offer clear course 
objectives, but to remain approachable. 
But statements by the teachers assumed a larger-than-life meaning. Some students 
felt either empowered and happy, or slighted and ignored by teacher interaction. This was 
especially true in large group situations, perhaps because this is where the emotional ante 
is raised. 
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Importance of Application and Integration of Learning to Students’ Lives 
When I say that the social dimension was the most important aspect of the students 
learning, I do not want to imply that it blocks the students’ attainment of intellectual 
concepts. The students felt that because the learning is integrated into ‘real’ life, it seems 
more useful and accessible than that found in their previous experiences in higher 
education. Because of the different activities and modalities used in class, students were 
motivated to do the work, and they felt they retained more of it after the class was over. 
This may be because of the subject matter that was offered or it may be adult teaching 
techniques which emphasize application of concepts. 
Section D: Problematic Areas in the Teachmq/Learning 
There are two areas in the teaching at the College that I identified as needing further 
examination: a lack of multicultural reading materials (multicultural in the sense of 
representing many different groups) and evaluation techniques which are unfairly weighted 
towards certain learning outcomes and abilities. In this section, I briefly examine their 
ramifications and make suggestions for change. 
Lack of Reading Materials by Women and Men of Different Cultures 
The first problematic area in the teaching is non-inclusive curricula that do not 
reflect the views of women and people of other races, sexual orientations, economic classes 
and ethnicities. These teachers as a group had a surprisingly monocultural reading list. 
Most of the readings that the teachers chose were, however, by authors whose topic matter 
was by nature inclusive—for instance, about different learning styles. Mary, one of the 
veteran teachers, defended this monocultural curriculum because she felt that the learning 
activities, based as they often are, on the students’ lives and cultures, are multicultural. 
Mary also spoke about her experience in another course at the College which 
deliberately includes multicultural readings. She found that the students in that course felt 
freer to attack the cultures depicted in the curriculum. She thought it was because there is 
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less need for empathy towards the characters in the readings than towards a real-life fellow 
student. If this is true, it is an interesting conjecture about learning and functioning in a 
multicultural climate that deserves further study. (I want to note here that three of the eight 
required course offerings in the GSPP program have multicultural curriculum, so students 
do have experience with reading materials that reflect other cultures-just not in these four 
courses that were studied). 
However, I still feel that it is the responsibility of the teachers to attempt to choose 
representative reading materials for all courses. There is enough academic and fictional 
literature written by women and men from different ethnic groups to provide teachers with 
a substantial multicultural reading list. I believe this for two reasons. The first is because 
no matter how inclusive a reading may seem, a student from a targeted social group may 
still feel alienated from the material. They may feel that the knowledge is coming from 
“them”, the members of the dominant social group, and not really applicable to “us,” as 
members of a minority. Writing by a member of their own social group is usually filtered 
through the lens of their particular social reality, and will probably contain viewpoints 
different from the dominant groups and resonant with their experience. This allows 
students a sense of being ‘in’ on the process of the creation of knowledge, and helps create 
a climate where the students feel included. 
The second reason is that until educators really receive data from all cultures, we 
can not know how biased our seemingly “inclusive” material is. As Minnich (1990) points 
out, not until we have examined evidence from all possible viewpoints, will we have any 
idea of what is true. Presenting our courses in a monocultural monologue is 
unrepresentative of truth, and I hope that teachers would not want to teach something less 
than truth. 
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Lack of Inclusive and Authentic Evaluation Practices 
The second area of concern is with the evaluation techniques that the teachers used. 
These were not stated clearly on the syllabus, or they were pseudo-precise (giving number 
grades for essay responses), or they only acknowledged one way of demonstrating 
knowledge (writing or mathematics). In two classes, math and critical thinking, tests were 
used as the basis for grading—probably the worst way to evaluate a student body which 
contains many students who had failed tests before and could be called test-phobic-even 
when the teachers use practice exams to help the students relax. 
Evaluation is often difficult for teachers because of the problem of obtaining 
measurements that are both valid and reliable; by valid, I mean that it is a faithful way of 
measuring the particular learning; by reliable, I mean that there is a clear standard so that 
any teacher trained in a particular grading rubric would see the work and assign it a similar 
grade. I am not sure that any of the grading done by the four teachers during this semester 
met either of these requirements. The teachers themselves evinced a great deal of 
discomfort about this aspect of the course, and would probably be open to new ideas. 
Section E: Comparison of Teaching Behaviors to the Theoretical 
Literature 
In Chapter II, I explored six areas of research about teaching/leaming that pertains 
to creating an inclusive climate for an adult, multicultural population: adult learning, 
multicultural education, teaching-to-leaming-styles, feminist education, social 
constructivism and experiential learning. In this section, I compare and contrast the 
teachers’ actions with the principles put forth in these areas. 
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The Teaching Compared to Theories in Adult Education 
Compared to Andragogy. Lifelong Learning and Reflection-in-Action 
Adult learning models range from the practical to the ambitious. The practical 
models are: the ideas presented in Knowles’ Andragogy (1978) which ask teachers of 
adults to create learning opportunities that are increasingly self-directed, which utilize the 
student’s experience and are based on real-world needs for education; Cross’s lifelong 
learning (1981) which analyzes the physiological, sociocultural and 
psychological/developmental trends in an adult’s life in order to provide her with the 
appropriate learning experiences to help her successfully complete her learning; and 
Schon’s (1982, 1987) idea of reflection -in-action which seeks to develop the adult as a 
reflective practitioner. 
The four teachers do most of these things well, for they are very conscious of 
different developmental stages and they set up classes, learning experiences and classwork 
in an effective manner to meet the real-world needs of the learners and to make them self- 
directed lifelong learners. 
Compared to the Wingspread Group’s Seven Principles of Effective 
Teaching 
The Wingspread group’s Seven Principles of Effective Teaching (Gamson, 1991): 
(1) encourages student-faculty contact, (2) encourages cooperation among students, (3) 
encourages active learning, (4) gives prompt feedback, (5) emphasizes time on task (i.e., 
time spent learning the subject) (6) communicates high expectations, (7) respects diverse 
talents and ways of learning are all seen in the teaching of the four instructors. However, 
the teachers agreed that the Wingspread principles should be augmented to encourage 
(8) student self-awareness on all levels, (9) respect for different cultures and histories, 
(10) an ability to deal with student feelings and fears, (11) empowerment of the student by 
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demystifying the teacher’s authority by exposing the teacher as learner, (12) student self- 
assessment and validation of informal learning, and (13) acknowledgement and inclusion 
of the social aspects of learning in the curricula. 
Compared to Transformative Learning 
The more ambitious of the theories, Mezirow’s transformative learning, calls for the 
reflection on and dialogue about each individual’s history, and the social, political and 
psychological contexts of meaning schemes in order to free the learner to act in non- 
encumbered ways-leaming which may lead to social action. The teachers had the students 
reflect about themselves in varying degrees in all the classes. Most occurred in Luis's (the 
psychology teacher) class where the students reflected on themselves in psychological 
terms, but some reflection about individual history went on in Mary’s and Rosa’s courses 
in Lifelong Learning and Critical Thinking. 
The teachers do not require true transformation (as defined by Mezirow) in 
students, for they leave out most of the historical, and all of the social and political aspects 
of the students lives. However, it is almost impossible to graduate from the GSPP 
program without dealing with some of these issues in other classes (in two of the required 
“perspective” courses, Sociological Perspectives and Humanistic Perspectives in the Arts, 
the curriculum is truly multicultural and in the sociology class, issues of racism, sexism 
and homophobia are presented). It may be that although these teachers do not directly 
require sociological and historical reflection, the total program may require students to 
reflect on their lives as a whole. 
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Compared with Inclusive Aspects of Adult Learning Theories 
The teachers seemed to be effectively embracing two of Mezirow’s ideas which are 
an inherent part of inclusive education. The first, helping the students become more 
critically reflective and discriminating by integrating their experiences into the curriculum 
and examining the history and consequences of their personal assumptions is one of the 
mainstays of three of the teachers’ techniques (all except John, the math teacher). The 
second, helping students gain in the ability to be aware of problems, contexts and 
alternative perspectives, and helping them to be willing to participate in rational discourse 
and to accept others’ viewpoints in problem solving, is an outgrowth of integrating 
students experiences into the curriculum and seen in all four classrooms. 
These teachers did incorporate many adult learning principles, including those that 
are important to good adult inclusive teaching, into their classrooms. 
The Teaching Compared to Theories in Multicultural Education 
^^^^^^^^j^^^^ffimcnltnral>FraBaew6fe|^ Developed bV Sieeter and. ^ 
Grant 
Some inclusive multicultural models of education described in Sleeter and Grant 
(1993) are: (1) emphasizing communication to help understand other cultures, (2) including 
various levels of different cultural groups in the actual curriculum, and (3) creating 
education which is “multicultural and socially reconstructivist”--a full representation of all 
cultures in the curriculum with built-in critical reflection on social justice principles. 
For the most part, the teachers offer the type of multicultural education identified by 
Sleeter and Grant which utilizes communication theory to teach students how to relate more 
effectively with people of other cultures while learning to feel good about themselves. 
They do this by having students bring aspects of their cultures into class and share these 
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with others. This type of learning falls short of Sleeter and Grant’s preferred form of 
education which they call “multicultural and socially reconstructivist.” I believe this is 
because of the reluctance of these teachers to delve into current ‘hot’ social issues. 
Comparison with Adam’s Inclusive Climate 
Adam’s description of an environment or climate which acknowledges differences, 
not deficits, which touches all students, and which is multicultural, responsive, flexible and 
culturally reciprocal is followed, for the most part, by the teachers in the study. They set 
up expectations of difference in the classroom, and are responsive to requests by students 
for individual flexibility in ways of learning. Cultural reciprocity occurs, not in the 
curriculum, but within the students in the classroom. 
Comparison with the Framework of the Transformed Curriculum 
Adams and Marchesani’s (1992) adaptation of the Schuster and Van Dyne (1985) 
model “including the outsider” describes a lot of non-inclusive models in the lower levels 
of the framework. However, the fourth level “getting inside the outsider” begins to be 
inclusive and the fifth level, the “transformed curriculum,” which acknowledges new 
knowledge, scholarship and ways of thinking is the ideal. 
The actions of the teachers are successful in ‘getting inside the outsider’ in Schuster 
and Van Dyne’s words, where the voices of the marginalized are heard and analyzed on 
their own tarns. But Schuster and Van Dyne were talking about curricula materials in their 
frameworks. The teachers are, in effect, using the students as curricula, which is, as I 
mentioned before, an interesting concept in multicultural education which deserves more 
study. 
The Teaching Compared to Theories in Teaching to Learning Styles 
As I mentioned in Chapter Two, there is some debate about whether or not learning 
styles are culturally based. I concluded that for the purposes of inclusive education, 
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whether or not there is a cultural base to learning style differences, it seems clear that there 
are learning style differences and therefore different educational needs that should be 
addressed in order to fully include all students in the curriculum. 
The teachers seem to be aware of different learning styles and some tried to plan 
activities that would include people with different learning orientations. However, these 
activities were somewhat shallow, for the evaluation methods were based on traditional 
learning orientations (writing and mathematics). Most of the teachers (Luis, the 
psychology teacher, excepted) did not think of allowing students to present for evaluation 
some alternative work that was within their learning style orientation. 
The Teaching Compared to Theories in Feminist Education 
Some ideas from feminist educators (Maher and Tetrault, 1994; Belenky, Clinchy, 
Goldbergs* and Tarule, 1986) about creating inclusive climates are: creating a collaborative 
and cooperative framework of education; understanding and facilitating the underlying 
issues of student mastery of materials, offering students a chance to speak about their own 
knowledge in the classroom; changing the role of teacher as authority to that of 
teacher/facilitator; and helping students understand the source and position of the 
knowledge that they explore in their learning in order to understand the nature of truth and 
contribute to this truth from their own perspective. 
As I have said before, the educational climate created by these teachers is 
collaborative and cooperative, and the idea of mastery is uppermost in most of the teachers’ 
minds. Luis, the psychology teacher, tries to work with the students on changing the 
concept of teacher as authority to teacher as leamer/authority; Mary, the seminar leader, 
tries to help the students face their fears about mastering the materials and having their 
voice be heard; but none of these teachers really delved into the Maher and Tetrault’s 
concept of position-analyzing knowledge offered with respect to source and perspective of 
that viewpoint, especially with respect to the student’s own position. Social position 
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seemed to be avoided by both teachers and students in these classes. I think this may be 
because that it is risky to consciously analyze one’s position when there are members of 
more than one social class in a group. Resentments can surface and recriminations fly. 
Luis challenged the students on a psychological plane, but did not feel a need to challenge 
them on a social and political level. Mary saw the seminar as a source of support and so 
probably did not want to initiate activities that are volatile. Rosa, the critical thinking 
teacher, dealt with potential conflict by heading it off through training the students in 
negotiation. John stuck to what he considers to be a genderless, objective subject-math. 
So, although the teachers (probably unconsciously) follow many of the tenets of 
feminist teaching, one important principle, identifying the positionality of knowledge, was 
not attempted by any of the teachers. 
The Teaching Compared to Theories in Social Constructivism and 
Cooperative Learning 
I discussed three aspects of social constructivism and cooperative learning which 
utilize techniques applicable to inclusive classrooms: cooperative learning, the zone of 
proximal development and scaffolding (Wertsch, 1981; Greenfield, 1984; Rogoff and 
Lave, 1984; Johnson and Johnson, 1975; Slavin, Sharan, Kagan, Lazarowitz, Webb and 
Schmuck, 1985; Slavin, 1985). One other area of this literature that applies is Mezirow’s 
(1991) description of “transformative learning” which ascribes learning as coming from 
without (through levels of culturally assumed meanings, sociolinguistic and epistemic 
frameworks) to within, which causes the learner to question basic assumptions and beliefs. 
Teaching along the precepts of social constructivism seemed to be natural for the 
instructors. Frameworks resembling peer scaffolding and near/peer relationships are part 
of all the classes, as are semi-structured cooperative groups. But I don’t think that the 
individual teachers take the step into Mezirow’s “transformative learning”-education that 
frees the learner from unconscious or uncontrollable drives and makes her master of her 
life. Once again, the teachers’ resistance to dealing with contemporary social issues does 
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not allow the student to begin to uncover some important self-knowledge. (I do not mean 
to imply here that other classes within the College will not offer the student some of this 
vital learning.) 
I think this raises an important question, which is what is the environment needed 
for transformative learning? Surely, it has to take place in a climate which is safe for 
students, where alienation, isolation and injury are not common. In mixed classrooms 
such as these, with all races, genders and social classes included, can there be the type of 
safety required to confront one’s social position? Perhaps this is the climate needed for 
people to work on other aspects of their growth, some more intimate areas of Mezirow’s 
learning structure, such as the psychological and emotional planes. Perhaps they can 
fortify themselves with this support when they go into other classes which do confront 
issues of discrimination. I think the concept of creating a realistic environment for 
transformative learning is a vital area of research, for I have no doubt that the issue of 
positionality of knowledge, raised both by the feminists and by the social reconstructivists, 
is vital to real critical thinking and self -knowledge. But this potentially painful process 
must be balanced by the adult learner’s needs for an environment that is comfortable and 
supportive (Cross, 1980). 
The Teaching Compared to Theories in Experiential Learning 
Of all the literature frameworks that I examined, the activities, values and behaviors 
of the teachers match most closely the principles outlined in experiential education by 
Boud, Cohen, and Walker (1993). These principle are: (1) experience is not only the 
foundation of, but is the stimulus for learning; (2) learners construct their experiences; (3) 
learning is holistic and (4) is constructed both socially and culturally; and (5) is influenced 
by the socio-emotional context in which it occurs. 
The teachers set up experiences in class or have the students analyze past 
experiences for learning outcomes (the first principle). They seemed to be aware of how 
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the learners construct their experience through socio-cultural means and so provided 
‘process’ discussions and reflective journals to help them analyze these constructions. 
Three of the teachers prodded the boundaries of learning-Rosa, with her insistence on 
mind-body synthesis; Maiy, by asking for the authentic voice of the students in the 
classroom; and Luis, by seeking a psycho-spiritual healing through his course—which 
indicates an understanding of learning as a holistic phenomenon. All the teachers 
acknowledged and even used the socio-emotional realm to make the experiences more 
powerful and effective. 
In conclusion, the four classes studied met most of the principles involved in 
creating a welcoming climate in the areas of adult learning, teaching to learning styles, 
experiential learning and social constructivist paradigms. They may still hold the students 
back from education that is truly transformative and emancipatory (Friere, 1970; Mezirow, 
1990; Habermas, 1981) by refusing to confront current social issues. On the other hand, it 
may be this resistance to the political that creates a non-confrontative and yet diverse 
environment that allows the students to grow in other ways. 
Section F: Evaluation of Methodology 
I would like to discuss two aspects of the methodology that I used that have 
implications for future studies. These are an examination of the effectiveness of the 
teaching journal as an extension of Stephen Brookfield’s (1990) learning journal, and an 
evaluation of the teaching/leaming journals as a tool for classroom observation. 
Evaluation of the Teaching/Learning Journals 
I developed the teaching journal and chart of learning activities which the teachers 
filled out in order to get to some underlying assumptions and values that they were holding 
about their teaching and their intentions for the various exercises. The teaching journal 
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intersected the students’ learning journals in several questions--I asked the students to tell 
me what were the most positive and negative (if any) learning experiences and I asked the 
teachers to predict which activities the students would choose for either of those categories. 
This intersection proved to be a very good indication of which teachers were ‘in tune’ with 
their students and which were less aware of the impact of their teaching. It also showed the 
dichotomy between the teachers’ perception of the dimension upon which the class was 
functioning (the cognitive dimension) and the dimension of most of the students (the 
social). In short, the teaching/1 earning journal conjunction, coupled with the chart of 
learning activities, faithfully filled out by all participants, is a very fruitful way of obtaining 
information about the interaction we call teaching. 
They were not a panacea, however. Some cf the drawbacks that I experienced with 
the teaching/leaming journals is confusion about some of the Brookfield terminology (i.e., 
what does the word “intense” mean), a student response rate that was excellent for a 
paper/pencil survey but, at 70%, probably represented some self-selectivity which could 
have contributed to data skew, and resistance or inability of some of the teachers to fill out 
all the teaching journals. Filling out the same questionnaires week after week was probably 
boring for the students. Their answers got shorter as the semester wore on, and, as I 
reported, one entire class abandoned the worksheets four weeks before the end of the 
semester. The conjunction of the two journals actually helped to provide an internal 
validity check (i.e., if what appeared in the teachers’ journals was not commented on by 
the students, then probably something was wrong). 
The Teaching/Learning Journal Method of Classroom Observation 
Another aspect of this methodology that I think is valuable is using the 
teaching/leaming journals as tools for ethnographic research. When we think of 
ethnography, we usually think of observation, but observation is costly, both in researcher 
hours and bias. I found that the method that I used in this study, to have the teachers and 
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students fill out independent teaching and learning journals and to study these written 
documents for recurring themes that could be grouped into overarching values and 
behaviors, offered many levels of understanding that I could not have obtained by simple 
observation. This method has the benefit of being less intrusive than observation or even a 
videocamera, and the data can be examined by more than one researcher. It saves time 
because the information is packaged easily, and it is not subject to the researchers’ filters—it 
comes directly from the participants. 
Many of the problems outlined in the section about the efficacy of the 
teaching/leaming journals applies to concept of this method as effective ethnography. It 
requires a good deal of work on the part of the participants and close monitoring by the 
researcher. With the depth of the information that it asks for, it takes brave teachers (or 
those who have the courage of their convictions) to participate. It is subject to self¬ 
selectivity bias, and at the mercy of participants who just refuse to complete the process. I 
did not have a multiple reviewers examine the material, which would strengthen the validity 
of the results, but add onto the researcher time. However, I could successfully do this 
research from a distance with only two observations. 
I would like to see further studies done using these tools. I think they are very 
effective in classroom research and offer both teachers and researchers a way to observe to 
some very deep levels of teaching. 
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Section G: Areas For Future Study 
This research, an ethnographic study done by one individual, has obvious 
limitations of bias and limited scope. Another researcher looking at the data might generate 
a whole host of different thematic categories, and there are a multitude of spin-off studies 
that could come from this. The same study could be done with multiple peer reviewers to 
determine strength of the methodology and validate the thematic findings. Because of the 
lack of several major cultural groups in the teacher and student focus group sample (i.e. 
African-American and Asian-American), a researcher could revisit these classes focusing 
strictly on the students from these targeted groups. A similar study which examines the 
teaching in the master’s program at the College to compare the teaching behaviors with a 
different student populations in the same College could be instructive. Also, a similar 
study done in a traditional institution could provide some interesting comparisons. 
However, there are many other avenues that further research can take. Several 
aspects of this study could be quantified by testing and single answer surveys in a larger 
population (pea- interactions and student reactions to tests, for instance). An interesting 
follow-up study would be to press the teachers about why they have such an aversion to 
overtly political subject matter in the classroom. Since this is the one step that many 
theorists feel is vital for truly “transformative” learning, it would be fascinating to find why 
these teachers refuse to take it. Further study on the role of the teacher as expert versus the 
role of the teacher as facilitator could be helpful. And a study which compares the 
experiences of the students in a course that has a monocultural curriculum but inclusive 
experiences (such as the ones in this study) with a course that has a multicultural 
curriculum and inclusive experiences would do a great deal to press this very interesting 
question. 
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Section H: Conclusion 
This qualitative study of the values, beliefs and teaching practices of four teachers at 
a small private college with a diverse adult student population has attempted to shed light on 
what goes on in this environment to allow previously unsuccessful students, including 
people from targeted social groups, to be successful in an academic environment. 
I used teaching and learning journals completed during one semester to discover 
what both the teachers and students felt were the most effective inclusive teaching 
behaviors. Teaching practices which proved effectual include the use of: 
• groups for support, creativity and personal change; 
• conscious student metacognition and self-assessment; 
• interactive classroom activities; 
• exercises which utilize different learning styles; 
• integrative learning which calls upon the different student cultures; 
• close teacher/student and peer/peer feedback connections; 
• academic support components built into the curriculum; and 
• the role of teacher as facilitator. 
Through a series of teacher interviews, I determined three shared values which 
appeared congruent with the teachers’ actions in the classroom. The values which promote 
effective teaching practices are: 
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• awareness of the difference between the student cultures, but a reluctance to 
pre-judge individuals based on cultural assumptions; 
• awareness and utilization of the affective aspects of learning; and 
• a conception of the role of teacher as empowerer. 
End of the semester interviews with students added to the data obtained from 
student learning journals to uncover three areas of the learning deemed important for 
growth. The first is: 
• the importance of the social dimension of teaching and learning; 
• the powerful role of the teacher in the learning process; and 
• the importance of applying and integrating the learning into the students lives. 
I also determined two problematic areas in the teaching of these four teachers. The 
first is a lack of reading multicultural reading materials within the classes; the second is 
evaluation methods that are not authentic or inclusive of different learning style 
orientations. Both of these areas do not meet the goals of diversity and inclusion set out by 
the teachers or the College. 
I would like to conclude by returning to the words of Marchesani and Adams, who 
spoke about higher education’s responsibility to “maximize educational opportunities and 
minimize or remove educational bamers” (1992, p.10) for people of targeted social groups. 
I feel that one major barrier is the chilly climate that many of these students feel in 
traditional academic environments. This study identified some teaching behaviors and 
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values which seem to help create a supportive and inclusive classroom climate for students 
of both genders and all cultural backgrounds. The implications of these data should have 
an impact on the administration of programs for adult students of targeted social groups, 
such as admission policies, curricula, class size and teacher training. 
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Cambridge College 
History 
In 1971, a small group of educators dreamed about a place that would serve working adults who 
had been excluded from traditional pathways to higher education. It would not be enough, they 
realized, to hold classes during evenings or weekends when these older students could attend: 
the classes themselves had to be designed according to the learning patterns of adults and within 
a context that truly reflected the patterns of society present and future. 
Furthermore, given the financial and personal sacrifice these older students would make to earn 
their degrees, every class would have to be taught in the most cost-effective way. No one could 
afford to pay for anything that was not absolutely necessary for attaining academic and 
vocational goals. 
Out of this dream, Cambridge College was bom, first as part of Newton College of the Sacred 
Heart, then as part of the Antioch University Network, and finally in 1981 as an independent 
institution. The College now serves nearly 1,700 students pursuing Master’s in Education, 
Counseling Psychology, and Management. A Graduate Studies Preparation Program enrolls 
students without an undergraduate degree but who hope ultimately to pursue graduate education. 
A Bachelor of Arts program, with a first major in psychology, was approved by the 
Massachusetts Higher Education Coordinating Council in June of 1994, and the College expects 
to enroll 500-600 students in this program during its first phase of development. 
Today there are more than 7,000 Cambridge College graduates serving their communities 
through education, social services, and public and private management. These working adults 
have combined their talents, experience, and commitment with the guidance and vision of the 
College to build better communities and better lives. It is because of their dreams that the 
College was founded, and it is to the realization of their dreams -- and the dreams of many 
thousands like them — that the College has committed its resources. 
Growth in 10 Years — Academic and Financial 
The College has grown rapidly in response to the increasing demand for programs. In 1985-86, 
just ten years ago, enrollment was 293 students. That number more than doubled by the 1990- 
91 school year to 824, and has doubled again in the current academic year when enrollment has 
reached nearly 1,700. 
The growth has occurred in all quarters of the College’s programs, but in no place is the growth 
more dramatic than in the education department. A program for teacher aides, begun in 1992 
with a grant of $880,000 from DeWitt Wallace - Reader’s Digest Fund now serves 
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nearly 90 adults from Boston, Cambridge, and Lawrence pursuing their dream to become 
teachers. A second major grant of $400,000 from the L.G. Balfour Foundation and the 
strong likelihood of continuing support from DeWitt will allow this program to enroll another 
group of 80 - 90 paraprofessionals in the next two years. Another education program with 
enormous growth potential is the Urban Education Institute, a residential program which 
enrolls teachers from Chicago, Detroit, Cleveland, Milwaukee, New York City, Newark, 
and Columbia and Hilton Head, South Carolina. By the summer of 1994, 151 mid-career 
teachers were enrolled and pursuing their M.Ed. degrees. Applications were so strong that 
the College could have admitted twice that number from the participating cities if more 
resources had been available, and many other cities are waiting to join. 
In 1991, the College launched its Master’s in Management Program. The purpose of this 
program is to provide management education of high quality which prepares adult 
practitioners for improved management performance, increased advancement opportunities, 
and more effective leadership in private, public, and not-for-profit organizations. This 
program is distinguished in that it offers students who have considerable 
professional/technical experience in their current positions the opportunity to expand their 
managerial training as they assume leadership positions. Because of the planned design of 
the composition of the College’s student body and complete learning environment, adults 
educated in this particular graduate program will also be well prepared to manage a diverse 
work force and will, by their nature and their training, help make that work force more 
diverse. These programs continue to grow with new initiatives being planned in Managing 
Negotiations and Conflict Resolution and through collaborative efforts with the College’s new 
B.A. program. 
Counseling Psychology is the third area of graduate study at the College. Having begun with 
a focus on counseling needs mostly within human service agencies, this department has 
expanded to include a Marital and Family Therapy program. Psychological Studies, and a 
Continuing Education/Credentialing initiative that has led to a 50-credit Mental Health 
Counseling Program and Guidance Counseling Track. This growth has responded to 
increased student demands while enrollment has gone from 60 to over 220 in the last four 
years. The department has made a major commitment to coordinating the field work and 
practica for these students, and the overwhelming majority of the 175 students currently in 
field sites are working in inner-city locations with high risk clients or in addiction programs. 
The newest program is in Family and Community Psychology and is being developed with a 
systemic response to mental health care challenges. 
The largest growth at the College, however, will come through enrollment in the new 
Bachelor’s program. The College anticipates enrollment in this program could increase the 
size of the College to over 2,500 by 1996-97. The early response to the College’s 
announcement of the B.A. program is strong, and the first students to receive a Cambridge 
College B.A., in January 1995, will be those currently enrolled in the Urban 
Paraprofessional Program. 
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Most students at Cambridge College take their classes at the College’s main facility in 
Cambridge, and the new building at 1000 Massachusetts Avenue has been a critical piece in 
accommodating the increased numbers. The College also maintains a satellite facility in 
Springfield, Massachusetts to serve students from that area of the state and also from 
Connecticut (Hartford, in particular). Courses are offered also at several site locations in the 
Boston suburbs and as far away as Cape Cod. Students enrolled in the Urban Education 
Institute continue their programs in their home cities with College faculty traveling to those 
sites to conduct the Professional Seminars and supervise the Independent Learning Projects. 
The increase in the size of the College also has required an increase in the administrative and 
financial support systems. Since 1987, the College has been able to maintain a balanced 
budget, and in 1988 was able to establish its first working capital reserve. The $11 million 
budget is managed with a lean administrative structure, well-supported personnel, cost- 
efficient programs, and a strategic financial plan that will keep the school in a strong and 
stable position well into the 21st century. That plan is based largely on the College’s ability 
to move from being a rent payer (with costs of $750,000 per year) to owning its own 
building, half of which is occupied by the College. The other half of the building is 
producing significant income from short and long-term leases. This income covers the costs 
of maintaining the facility and the additional expenses resulting from the current short-term 
loans used to purchase the building. This income also will be available to cover the costs of 
a longer term mortgage which the College will assume in November 1996 for the final part 
of the building campaign, estimated to be no more than $2.6 million. 
In 1990, the Trustees made a bold decision to launch a Campaign which at the time was seen 
as a four-year effort to raise $15 million to increase dramatically the amount of capital the 
College has to invest in its faculty and students. By the end of 1993, two extraordinary 
events inspired the Trustees to expand the Campaign. First, the College received strong 
support for the Campaign, with $14 million raised in pledges and gifts. Second, the College 
had an opportunity to buy its first building — a home of its own that would pull all programs 
under one roof and allow the College to establish a public identity that was worthy of the 
College’s mission and reflective of its two decades of achievements. With these factors in 
mind, the Trustees decided to extend the Campaign until 1996 and increase the goal to $25 
million, mostly to provide the additional capital needed to purchase the building. 
For an institution that started with no endowment and a mission to serve mostly poor people, 
Cambridge College’s strength in a competitive and difficult market is something to be 
admired. The College has weathered great financial challenges and throughout has been a 
model for how limited resources can be managed carefully through fiscal responsibility, 
careful growth, and the ability to get funding partners to develop and maintain a commitment 
to supporting its mission. In keeping with its long tradition of wise and innovative 
management and leadership, the College now has found a way to ensure its financial future 
by purchasing a building that not only nurtures and sustains the educational vitality and 
maturity of the institution but also produces the same amount of income that would come 
from an endowment twice the size of the investment the College has made m the building. 
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Description of Services and Persons Served 
The College provides academic programs for three different levels of students: master’s 
degree candidates in education, counseling psychology, management, and integrated studies; 
bachelor’s degree candidates in psychology; and students who would like to prepare for 
graduate level work without completing a B.A. The College is authorized to award the 
Bachelor of Arts, the Master of Education, and the Master of Management. 
Students enroll in a Professional Seminar, consisting of 18-20 students who are pursuing the 
same degree. This unique feature of the College continues throughout a student’s program 
and serves as the central support structure as well as the major force integrating what is 
being learned at the College with the challenges these adult students face in the work place. 
The College also offers a series of intensive Workshops. The Workshop topics involve 
emerging trends, issues and research in education, counseling psychology, or management 
and are designed to supplement and enhance individual courses of study. Their format 
permits interaction with College staff, alumni, and guest speakers, and provides an important 
resource for professional networking. 
The Independent Learning Project (ILP) is a comprehensive project relating study and 
professional development. As the culmination of a student’s work at the College, it allows 
the student to demonstrate how academic learning combines with professional experience. 
Currently being developed through the new B.A. program is the Academic Planning Seminar 
(APS). Students participate in this five-week program at nominal cost ($150) before 
enrolling at the College. The APS is designed to give students a comprehensive analysis of 
their own learning styles and needs and to introduce them to the resources and expectations 
of the College. At the end of the APS, every student should have a clear understanding of 
what their program at Cambridge College will require and how those requirements will 
respond to career dreams. Although the College hopes that most students will complete the 
APS and enroll at the College, it is entirely possible that a student will learn in APS that 
Cambridge College does not have the program the student needs and therefore will decide 
not to continue at the College. Given the College’s commitment, however, to time-efficient 
and cost-effective education focused on student needs, the College feels strongly that this 
experience is in keeping with its mission. 
The College operates three major centers which are at the heart of every student’s work. 
The Center for Learning and Assessment (soon to be named the Christian A. Johnson Center 
in appreciation for that foundation’s $1 million commitment to the new building) helps 
students diagnose and build on their individual academic strengths. With the help of the 
Center’s staff members, students develop learning portfolios and other means of documenting 
their prior learning experiences, especially those outside of formal education. This approach 
helps to determine whether a student’s experience can be applied toward college credit or 
course waivers. 
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Writing plays a central role at the College, and the Writing Lab is open to all students who 
want to enhance their ability to think through and complete writing tasks successfully. 
Individual conferences and tutorials can be scheduled with members of the writing faculty. 
Similar in scope to the Writing Lab is the Computer Lab where students have access to 
personal computers and software. The Lab can be used, at no charge, seven days a week. 
Although the College does not have its own library, an agreement with Harvard University, 
Suffolk University, and Wheelock College gives students access to all of these well-endowed 
facilities. The College also subscribes to ProQuest, an on-line database of professional 
journals, which gives students immediate access to articles from most general and business 
periodicals. 
Integral to the College’s mission is serving every working adult in an increasingly diverse 
society. More than 40% of the students at the College are people of color, 65% are female; 
faculty, staff, administration and trustees mirror that level of diversity. Of the more than 
100 colleges and universities in Massachusetts, only one has a higher percentage of African- 
American students. The average age of a Cambridge College student is 40. 
The College also has a commitment to working adults who do not speak English as a first 
language. Between 15% and 20% of the students at the College speak Spanish, Vietnamese, 
Cambodian, Cape Verdean Creole, Haitian Kreyol, French, or Portuguese. There is also a 
strong commitment to deaf and hearing-impaired students, and the College provides 
professional interpreters for these students. 
The goal of Cambridge College is to help people gain the education they need to make better 
futures for themselves, their families, and their communities. Most of the students at the 
College did not have the chance, the encouragement, or perhaps even the motivation to 
attend college at age 18. The overwhelming majority are the first generation in their family 
to go beyond high school, and an increasing number are first generation citizens in this 
country. Now, as working adults, they have abundant motivation, and the College provides 
the chance and the encouragement. 
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External Evidence of Distinctiveness and Quality 
A National Beacon for Diversity 
Cambridge College is unusual within American higher education in both its ability to attract a 
racially diverse student body and, more important, in its ability to help these students 
succeed in their degree programs. With a minority student population of over 45%, 
Cambridge College also has a graduation rate of over 90% for all its students enrolled in 
graduate programs. This diverse group of students enrolls at that College because the 
College is committed to maintaining an environment of true diversity; they remain at the 
College and graduate because the College has an approach to teaching and learning that 
speaks to the needs of the adult learner and especially to those who traditionally have not 
been successful in higher education. 
Virtually every college in the United States expresses an eagerness to have a racially and 
ethnically diverse student body and faculty. Most have made strides in the right direction, 
but according to the "Almanac Issue" of the Chronicle of Higher Education (September 1, 
1994) minority representation (American Indian, Asian, Black, and Hispanic) among college 
and graduate students is still low nationwide. Some national facts are: 
minority student enrollment in all higher education 22% 
minority student enrollment in graduate education 9%. 
At Cambridge College, more than 45 % of the students are American Indian, Asian, Black, 
or Hispanic, twice the national average and five times the average enrolled in graduate 
education. 
Even more startling is the small number of minority students nationwide who complete their 
programs and earn degrees at the B.A., masters, and doctoral level: 
minority % of total BA degrees awarded 14.5% 
minority % of total graduate degrees awarded 6.9%. 
Cambridge College’s record so far exceeds the national averages for minority enrollment and 
graduation that in 1994, nearly 1% of all master’s degrees awarded nationwide to Black 
and Hispanic students were awarded to students at Cambridge College. 
A big reason for Cambridge College’s success with minority students is the diversity of its 
faculty and administration. Again, according to the Chronicle of Higher Education 
(September 1, 1994) less than 7% of full-time college faculty are African American and 
Hispanic. At Cambridge College, 35% of the faculty and administration are African 
American and Hispanic. This commitment to diversity places Cambridge College in a 
national leadership position. 
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A National Standard for Excellence 
Cambridge College may have a strong record enrolling and serving students of color, but its 
primary commitment goes beyond race and ethnicity to much broader issues of social justice. 
The College’s mission is to provide higher education for adults — all adults — who did not 
have the chance to continue their education after high school. These people now find 
themselves with years of experience in the work place, community, and family, but they 
have neither the skills nor the credentials to continue on a path that will lead to a more 
satisfied and productive career. 
The College has a graduation rate of more than 90%, and its close association with a variety 
of employers, especially in the Boston area provides regular feedback on the effectiveness of 
its programs as reflected in the quality of graduates. 
In recent years, the College has received outside support and has committed some of its own 
resources to formal evaluations of its programs. Of particular note is the Impact Evaluation 
Study of Teacher Education funded by the John D. and Catherine T. MacArthur Foundation. 
Completed in September 1992, this 18-month study revealed that teachers educated at 
Cambridge College: 
1. gain a clearer picture of what it means to practice sound educational values and 
realize the goals of their work, 
2. see the values and practices modeled by the college faculty and use them in their 
own classrooms, 
3. learn a great deal from one another about ethnic and cultural differences, and 
come to work well with those with these different traditions and perspectives, and 
4. practice these new teaching techniques and use feedback to embed the habits that 
make for superior teaching. 
All students at the College, grow and develop in their skills and knowledge because of the 
model of teaching and learning that is at the center of Cambridge College. The key elements 
of this model include: 
• Students proceed through the program in cohort groups of 18-22. The students 
provide an immense amount of support for each other, a necessary ingredient for 
people who have many pressing responsibilities and who understandably could 
drop out of the program because of demands from the job or family. 
• Classes are taught by faculty who are active practitioners in their field 
beyond academe. Because the College seeks to connect theory and practice, it is 
critical that all faculty have the most current and informed vision of work place demands 
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• Because people conduct themselves in the work place in ways directly connected to 
the way they are taught, Cambridge College students experience learning in ways 
that are group-oriented and project-based, as well as through traditional research 
and lecture. Their preparation is rich in substance and process. 
• Teaching and learning at the College is based on the best of what is known 
about learning theory and adult development. Students are expected to draw on 
their experience and also to engage in peer teaching. 
• All learning and teaching at the College takes place within a context of true 
diversity. The College draws on its diversity as an essential part of the total 
educational program. 
• Every program at the College is designed to be cost-effective and time- 
efficient. With the demand that all programs be sustainable and that resources — both 
the College’s and the students’ — be preserved, the College has stripped away 
everything that isn’t essential. 
At a time when the gap between what higher education offers and what society needs has 
become almost dysfunctionally wide (see An American Imperative: Higher Expectations for 
Higher Education, published by the Wingspread Group, 1993), Cambridge College is leading 
the way by showing how education can be more inclusive, productive, and efficient. 
A National Model for Community Based Leadership 
In order to prepare people for leadership roles in their communities, a college most know 
those communities and strive to connect its programs to the needs of the people who serve 
those communities in as seamless a way as possible. Cambridge College has succeeded in 
this undertaking. Cambridge College invests in people who build communities, working 
adults who bring to their classes a wealth of experience gained from the work place and from 
life. They are committed to their own growth, and their commitment is grounded in a clear 
vision of what they need to ensure that growth will continue throughout their lives. 
Whether working in schools, community agencies, small business, or public service, these 
adults have the potential to transform communities and to provide better opportunities for 
their families and themselves. They turn to Cambridge College as a partner providing access 
to skills, knowledge, and credentials that can help bring their dreams within reach. Every 
program at the College provides adults with a career ladder. The ladder is not designed, 
however, to provide these students with a way out of their communities: the Cambridge 
College ladder provides a way up so that these adults can contribute more to the communities 
in which they live and work. 
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With more than 7,000 graduates in myriad positions, it is difficult to give a complete picture 
of the types of leadership Cambridge College graduates offer their communities. The 
following numbers tell part of the story, at least in education: 
• 10% of Boston’s high school principals and vice principals graduated from 
Cambridge College 
• 18% of Boston’s middle school principals graduated from Cambridge College 
• 10% of Boston’s elementary school principals graduated from Cambridge College 
• 45 % of Cambridge College graduates are in education. 
What the numbers cannot tell is the quality of leadership. The following testimony begins to 
fill in those pieces. 
Amaldo Solis, director of counseling and social services, Alianza Hispana (Roxbury) 
I supervise eight programs and 28 staff. Eventually I will go to law school and return 
to my country, Honduras, and see what I can do to help change conditions for my 
own country. 
« 
James Marini, principal of Newton North High School (Newton) 
The college has people of color, women, people with a view of the world that I was 
totally unaware of. It’s helped me understand my students and recognize them as 
individuals. 
Alfreda James, day-care coordinator. Children’s Services (Roxbury) 
Cambridge College gave me a lot of room to grow. The different people I met taught 
me how to be a risk-taker. I now supervise 48 family day care providers who serve 
220 children each day. 
Georgianna Saba, community organizer, educator, and consultant (Cambridge) 
When I left the College, I became founding principal of the Roxbury Community 
School. Without the work I did at Cambridge and without the continuing support of 
the College, even after I graduated, that school would never have succeeded. 
National leaders in the field of higher education and in those professions represented in the 
Cambridge College curriculum also recognize the increasingly important position the College 
enjoys. Examples of such testimony include: 
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Arthur Levine, President, Teachers College, Columbia University 
"Cambridge College is enrolling a student body that reflects the demographics and the 
kinds of changes that are occurring in America. It is making education affordable and 
approachable to people who have lost out on the accessibility of higher education. It 
is offering a brand of education that better meets the needs of a changing society 
demographically, economically, technologically and globally." 
Thomas Gerrity, Dean, Wharton School of Business, University of Pennsylvania 
I think we are in a time now when the waves of change are much steeper than ever 
before. I think Cambridge College has seen . . . that the new master’s program 
would meet this need. [I]t is delivering skills in integrating and applying the 
principles of management through the management seminar and independent projects. 
It is the integration of field, and of thinking and function, that is the driving force of 
change in management education." 
Henry Hampton, Emmy Award Winning Producer, President of Blackside, Inc. and 
the Civil Rights Project 
"I think of the College as a boot camp for change agents. The experiences people 
bring with them are tremendous, and the College is a unique institution; not as 
judgmental as many, it gives people a chance, and encourages them to believe they 
are ready to do good work." 
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To explore a new model for how the College can serve its graduates and how its programs 
can be informed by the experiences of the graduates, the College initiated a series of 
graduate seminars in the fall of 1994. In these six-hour programs, graduates talk about the 
work of their organizations, their role as mentors to younger, less experienced colleagues, 
and what the College might do to help them in their work. The College committed its own 
resources to this pilot program, but the experience with the first 22 graduates suggests that a 
larger, more extensive program ought to be tried. 
Two powerful themes have emerged from these graduate seminars. The first is that the 
Cambridge College "model" of teaching and learning is also a model for leadership. 
Graduates report taking the approaches that they experienced in their Cambridge College 
classes and applying them to their own work situation. Although the College always believed 
that teachers would take these techniques into their own classrooms, the successful 
application of the model in other areas was less anticipated. 
The second theme speaks to the values of the College and to the type of person attracted to 
the College: a high percentage of Cambridge College graduates are involved in serious 
community service work. These people work and live in the neighborhoods, and the College 
is proud to support these people in engendering and sustaining the hope that is essential in 
creating any healthy community. 
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Outreach to Disadvantaged Populations 
The College is involved with a number of programs designed to serve people who have a 
great need for undergraduate and graduate education but who have limited access. Most of 
what the College does is offered with these students in mind. Outreach is conducted through 
the Enrollment Services department that regularly does presentations in the communities in 
churches, community agencies, businesses, and social centers. Advertising is directed to 
those publications which will have the broadest audience. Because the College’s faculty are 
active practitioners in their field, these same faculty regularly conduct seminars and 
workshops in schools, at conferences, and in other venues. These programs often result in a 
inquiries and applications for enrollment. The largest amount of outreach, however, is done 
by the graduates of the College. 
Among the special programs designed to reach underserved populations are the Urban 
Paraprofessional Teacher Preparation Program, the new Bachelor of Arts program, the Urban 
Education Institute, and the Family and Community Psychology Program. The Graduate 
Studies Preparation Program, a long-standing central pillar of the College, also attracts a 
population of students whose needs simply are not addressed by any college in the Boston 
area. 
One of the reasons Cambridge College is able to attract and succeed with such a diverse 
student body, is because it has attracted an equally diverse faculty and administration. 
Currently, 40% of the faculty (Core and Senior - the two highest ranks at the College) and 
administration are people of color. Although the diversity of the board of trustees is not 
quite as complete as it is among students and faculty, there are eight African Americans on 
die 29 person board, and 14 members of the board are female. 
Maior Affiliations with Other Nonprofit Organizations 
Because creating a seamless connection between the College and the communities is at the 
very heart of Cambridge College’s mission, the College is always looking for ways to 
affiliate with other nonprofit organizations. Currendy, the College is working in partnership 
with the Maynard School, an elementary school in Cambridge, on leadership training and 
professional development of faculty. This partnership is being supported through a grant 
from the Pew Charitable Trusts. 
The College also has collaborated with the Museum of Science, Children’s Museum, and the 
Computer Museum in a progranr funded by the Ford Foundation for students m the College s 
education department. An independent evaluation of that program last year indicated that 
that the students and the museums were very pleased with the partnership and that the 
program had given birth to a number of continuing associations. 
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The closest collaboration, however, has been with the superintendents’ offices in Boston, 
Cambridge, and Lawrence in developing the Urban Paraprofessional Teacher Preparation 
Program. The superintendents recognize that these teacher aides are an important source for 
excellent new teachers, especially teachers of color and bilingual teachers, and they have 
engaged eagerly in this project. With the number of Cambridge College graduates working 
as teachers and administrators in the Boston and Cambridge Schools, the quality of the 
College’s work is well known. 
Other partnerships include the Family Center and nearly 200 counseling sites where 
Cambridge College students are engaged in the practicum work required for certification. 
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PROFILE OF DIVERSITY 
The Graduate Studies Preparation Program, in accord with the College's value of diversity, serves a 
student population diverse in ethnicity, race, profession, economic circumstances, age, and educational 
experience. The following documents these aspects of diversity among GSPP learners. This study was 
initially done for the April 1993 visit of the Higher Ed. Coordinating Council (Bd of Regents), covering Fall 
1990 - Fall 1992 data. In Jan 1994|I haveaddedanotheryeaFsdate(Sp-Fa 1993)^ 
Age 
GSPP learners are required to have 10 years of post-high school life and/or work experience. Therefore 
most are in their 30's or beyond, and their average age is 40. Their years of experience in careers, other 
formal education, families, and communities, provide a rich educational resource in the classroom. 
Age Profile of GSPP Learners 
Fa90 Sp91 Su91 Fa91 Sp92 Su92 Fa92 Sp93 Su93 Fa93 Sp94 
not given 3 12 3 6 n/a 4 4 
Age 25-29 n/a n/a 2 9 n/a 2 12 n/a 8 7 
Age 30-34 n/a n/a 5 14 n/a 10 19 n/a 3 25 
Age 35-39 n/a n/a 13 23 n/a 11 18 n/a 15 32 
Age 40-44 n/a n/a 9 17 n/a 11 23 n/a 13 22 
Age 45-49 n/a n/a 11 8 n/a 8 7 n/a 9 14 
Age 50+ n/a n/a 8 8 n/a 2 15 n/a 9 18 
Average: n/a n/a 43 39 n/a 39 39 
:o c 
n/a 40 40 
rpi 
219 
Ethnic and Gender Profile 
Our learners bring a rich variety of ethnic backgrounds to the GSPP classroom experience. 
Ethnic and Gender Profile of GSPP Students 
Numbers of New Students Enrolled 
Ethnic Type Fa90 Sp91 Su91 Fa91 Sp92 Su92 Fa92 Sp93 Su93 Fa93 |Sp94 
Caucasian 
28 F 
18 M 46 
24 F 
23 M 47 
18 F 
10 M 28 
27 F 
11 M 38 
19 F 
21 M 40 
11 F 
8 M 19 
37F 
19M 56 
35 F 
24 M 59 
6 F 
13 M 19 
44 F 
18 M 62 
Afr-Amer 
19 F 
7M 26 
22 F 
10 M 32 
12 F 
5M 17 
16 F 
14 M 30 
15 F 
14 M 29 
8 F 
7 M 15 
25 F 
8 M 33 
22 F 
10 M 32 
17 F 
6 M 23 
29 F 
10 M 39 
Hispanic 
OF 
1 M 1 
3 F 
2 M 5 
1 F 
1 M 2 
3 F 
3 M 6 
3 F 
0M 3 
6 F 
3 M 9 
1 F 
0M 1 
3 F 
4 M 7 
5 F 
2 M 7 
4 F 
3 M 7 
Asian-Amer 
2 F 
2 0 
1 F 
1 
2 F 
2 0 
1 F 
1 
1 F 
3 M 4 0 1 M 1 1 M 1 
Others 
2 F 
OM 2 
2? 
1 F 
4 M 7 
2F 
2 M 4 
14 F 
1 M 15 
3 F 
1 M 4 
1 F 
1 M 2 
4 F 
6 M 10 
4 F 
2 M 6 
7 F 
1 M 8 
2? 
8 F 
3 M 13 
Totals 
51 F 
26 M 77 
2? 
50 F 
39 M 91 
34 F 
18 M 52 
62 F 
29 M 91 
40 F 
36 M 76 
27 F 
19 M 46 
68 F 
36 M 104 
64 F 
40 M 104 
35 F 
23 M 58 
2? 
85 F 
35 M 122 
Percentages of Ne >w Students Enrolled 
Ethnic Type Fa90 Sp91 Su91 Fa91 Sp92 Su92 Fa92 Sp93 Su93 Fa93 Sp94 
Caucasian 
36% F 
23% M 
• 60% 
26% F 
25% M 
51% 
34% F 
19% M 
53% 
30% F 
12% M 
42% 
25% F 
28% M 
53% 
24% F 
17% M 
41% 
36% F 
18% M 
54% 
34% F 
23% M 
57% 
10% F 
22% M 
32% 
36% F 
15% M 
51% 
Afr-Amer 
25% F 
9% M 
34% 
24% F 
11% M 
35% 
23% F 
10% M 
33% 
18% F 
15% M 
33% 
20% F 
18% M 
38% 
17% F 
15% M 
32% 
24% F 
8% M 
32% 
21% F 
9% M 
30% 
29% F 
10% M 
39% 
24% F 
8% M 
32% 
Hispanic 
0% F 
1% M 
1% 
3% F 
2% M 
5% 
2% F 
2% M 
4% 
3% F 
3% M 
6% 
4% F 
0% M 
4% 
13% F 
6% M 
19% 
1% F 
0% M 
1% 
3% F 
4% M 
7% 
9% F 
3% M 
12% 
3% F 
2% M 
5% 
Asian-Amer 
2% F 
2% 0% 
2% F 
2% 
2% F 
2% 0% 
2% F 
2% 
1% F 
3% M 
4% 0% 
2% M 
2% 
1% M 
1% 
Others 
2% F 
0% M 
2% 
2% ? 
1% F 
4% M 
7% 
4% F 
4% M 
8% 
15% F 
1% M 
16% 
4% F 
1% M 
5% 
2% F 
2% M 
4% 
4% F 
5% M 
9% 
4% F 
1% M 
5% 
12% F 
2% M 
14% 
1% ? 
6% F 
2% M 
10% 
Totals 
66% F 
34% M 
2% ? 
55% F 
43% M 
65% F 
35% M 
68% F 
32% M 
53% F 
47% M 
59% F 
41% M 
65% F 
35% M 
62% F 
38% M 
60% F 
40% M 
1%? 
69% F 
29% M 
3|f»acc nnrp- i ha ratpgnry "Other includes people who preier a more specific oesiqnauon. ratner than a more generai category 
which might also apply (eg: one learner of Haitian background checked 'otherinstead of 'African American.') 
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There is some variation in the percentages from semester to semester, but clear patterns do emerge from 
the statistics as follows: 
• Caucasian 50% avg, 
• African-American 33% avg, 
• Hispanic 06% avg, 
• Asian-American 01% avg, 
• Others 08% avg, 
varying between 32% and 57% 
varying between 30% and 39% 
varying between 1% and 19% 
varying between 0% and 4% 
varying between 2% and 16% 
• Caucasian women 
• African-American women 
• Caucasian men 
• African-American men 
30% avg, varying between 10% and 36% 
22% avg, varying between 17% and 29% 
20% avg, varying between 12% and 28% 
11% avg, varying between 8% and 18% 
Employment/Professional Profile 
Learners bring to the classroom a wealth of experience in a wide variety of industries and professions, with 
different kinds of employers, and at all levels. The sharing of this diversity makes possible a nch learning 
experience for all. Some very fruitful networking among students is another result of this diversity. 
See "Employment Data Collected & Statistical Validity of Results," at the end of the section on 
Employment, for a brief discussion of these concerns. 
Kind of Employer 
Over a third of our students are employed by corporations. Public sector and non-profit agency employees 
are about equal in number, averaging about 20%. About 10% are self-employed, and another 10% are 
employed by small businesses. See chart below for details. 
Numbers of New Students Enrolled 
Kind of Fa92 Sp93 Su93 Fa93 Total / Avg % 
Employer 
Corporation ?? 33.3% 36 39.6% 14 30.4% 25 35.7% 97 38.2% 
Non-Profit 13 19.7% 24 26.3% 17 37.0% 17 24.3% 52 
20.5% 
Public Sector 16 24.2% 15 16.5% 9 19.6% 15 21.4% 55 
21.6% 
Self Employed/ 
Private Practice 
6 9.1% 7 7.7% 5 10.8% 7 10.0% 25 9.8% 
Employed by 
Small Business 
9 13.6% 9 9.9% 1 2.2% 6 8.6% 25 
9.8% 
not available 38 13 12 52 
totals 66/104 91/104 46/58 70/122 
254/388 
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Industry 
GSPP learners work in a wide range of industries, but those are most strongly represented which reflect 
the graduate programs available at the College for which students are headed. As you look over the 
summary of below, and the detailed chart following, please note that people may come from any level or 
levels within these industries. They may intend to return to their current industry at a higher level, or 
change career entirely. 
• 18% Education 
• 17% Social & community services 
• 10% Financial, insurance, real estate 
• 9% Health care services 
• 9% High-tech industries (Digital??) 
• 8% Substance abuse & mental health programs 
• 8% Transportation & utilities (New England Telephone??) 
• 7% Service industries 
Numbers of New Students Enrolled 
Industry (alphabetical listing) Fa92 Sp93 Su93 Fa93 Total / Avg % 
Construction & other trades 2 2 1 5 1.7% 
EDucation (eg: schools, colleges, 
community-based education) 
12 13 9 15 49 18.4% 
Financial, insurance, real estate 8 9 4 6 27 10.1% 
HEaith care services (eg: medical & 
dental practices, hospitals) 
8 6 6 6 26 9.7% 
High tech industries 6 9 2 8 25 9.4% 
justice, public order & safety (eg: 
police, courts, fire dept, corrections) 
4 2 6 2.2% 
MAnufacturing (other than high-tech) 1 1 2 0.7% 
REtail 3 2 1 6 2.2% 
SErvice industnes (eg: restaurants, 
travel agencies, cleaning....) 
4 7 4 4 19 7.1% 
SOcial & community services (eg: 
day care. Mass. Dept of Soc. Svcs) 
10 14 12 10 46 17.2% 
SUbstance abuse/rehab & mental 
health programs 
3 10 2 8 23 8.6% 
TRansportation & utilities (phone co, 
gas, eiectnc, MBTA, airport trucking, 
Post Officel 
4 9 'l 8 22 8.2% 
Other 3 5 1 2 11 4.1% 
not available 41 15 12 53 
totals 63/104 89/104 46/58 69/122 267/388 
- 
Profession 
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Profession/occupation is a separate category on the employment survey from industry, because two 
different students, working in the same school (education industry), may have very different professions. 
One may be a teacher, and the other an office worker. Note the following professions from which GSPP 
draws the largest numbers of learners. These are no surprise, given the graduate programs for which they 
are preparing. 
• 27% Management 
• 17% Counseling, social work 
• 12% Office staff 
• 11% Teaching 
Numbers of New Students Enrolled 
Profession (alphabetical 
list) 
Fa92 Sp93 Su93 Fa93 Total/ Avg % 
Accounting, finance 5 6 2 6 19 6.9% 
Counseling, social work, 
mental health worker 
9 16 8 14 47 17.2% 
HEalth care 9 4 4 3 20 7.3% 
HUman resources 3 1 2 3 9 3.2% 
MAnagement 15 30 12 17 74 27.1% 
Other 5 3 3 6 17 6.2% 
Office staff 8 10 5 12 35 12.8% 
PUbiic Administration, 
politics 
i 1 2 2 6 2.2% 
SA (Sales? uncertain) 2 1 2 5 1.8% 
Technical, engineering, 
research 
2 4 2 8 2.9% 
TEaching 5 13 4 8 30 11.0% 
TRadesperson, assembly 
line 
1 2 3 1.1% 
not available 39 13 12 51 
tCtalS 55/104 (31/104 j-S/53 71/122 273/368 
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Organizational Level 
Looking at the organizational level of our learners' current jobs tells us whether they are in beginning - 
level jobs, in the middle somewhere, or upper levels. This suggests another aspect of the diversity of 
experience they bring to classroom discussions. 
1 Numbers of New Students Enrolled 
Organizational level of cuiTent job Fa92 Sp93 Su93 Fa93 Total/ Avg % 
1. Beoinnina levels: oroaram suooort staff, 
required to make few if any decisions (eg: 
secy, cab driver, case aide, computer 
operator, intake worker, billing clerk) 
3 8 4 6 21 8.6% 
2. beainnina/middle levels: between levels 1 
and 3. 
15 21 8 11 55 22.4% 
3. middle level staff who conduct Droarams/ 
company activities, make some decisions, 
oversee some staff/ programs, (eg: 
supervisor, asst manager, program director, 
teacher, residential counselor, claims analyst) 
19 29 16 32 96 39.2% 
4. middle/uDDer levels: between middle and 
upper levels (eg: division manager) 
13 12 7 7 39 15.9% 
5. uooer & executive levels lea: exec, 
director, asst VP, CEO, president) 
2 4 3 1 10 4.1% 
a. You do it all (or most of activities in #1-5 
above): decisions, program & support work, 
in your own self-employment or in a very 
small organization). 
5 9 2 8 24 9.8% 
not available 47 21 18 57 
Totals 57/104 83/104 40/58 65/122 245/388 1 
Employment Data Collectedi & Statistical Validity of Results 
Survey Categories 
The employment categories in the survey have been adapted from the detailed job categories used by the 
alumni office and refined on the basis of feedback from students and Seminar Leaders to reflect more 
accurately the careers of the Cambridge College student body. Further constructive feedback is always 
welcome. 
No Job/Two Jobs 
Students who are currently unemployed are asked to fill in the survey with information about their most 
recent job. Those with two or more jobs are asked to give information about the one job which is most 
important to them. 
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Completeness and Validity 
Although it is not possible to collect data from every student who begins GSPP, it shows the general 
patterns among our students with a reasonable level of accuracy. 
Surveys are not returned by every student (some are absent the day it's given) and some don't fill in all 
the information requested. This probably does not affect the statistical validity of the information 
obtained. 
The data may be affected slightly by the fact that any students who drop out before the middle of Life Sem 
I don't get the survey. The numbers involved are small, and the reasons students drop out early in the 
program may or may not be related to employment patterns. 
The number of students for which information has not been obtained is high for the most recent semester 
given in the charts above. This is due to the fact that part-timers not yet in Life Sem I have not yet been 
surveyed. Next time around their data will be included and this column re-done. 
Because of the fact that we don't have employment information from all students, percentages are figured 
on the basis of the total number of students for whom the information is available (smaller number in the 
bottom row of each chart above), rather than the total number of students who began (larger number in 
the bottom row). 
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Educational Experience 
Learners enter the GSPP with vaiying experience of post-high school education. Some have completed 
an Associates degree, some have taken more course work and others less. This is measured by the number 
of externally-validated college level credits learners report when they enter the College. 
The following chart was compiled from data that is incomplete because many student transcripts arrive 
after Orientation, when I receive the data from Admissions. Therefore I have not updated this chart. 
Externally Validated Undergraduate Credits 
Reported to Admissions by Incoming GSPP Learners 
Number of Incoming Learners 
Credits Fa9 
0 
Sp91 Su91 Fa91 Sp92 Su92 Fa92 
0 n/a n/a 19 37.2% 15 16.5% 19 25.3% 9 19.1% 43 43% 
1-45 n/a n/a 20 39.2% 46 50.5% 24 32.0% 22 46.8% 30 30% 
46-78 n/a n/a 10 19.6% 24 26.4% 22 29.3% 11 23.4% 21 21% 
79-120 n/a n/a 2 3.9% 6 6.6% 10 13.3% 5 10.6% 6 6% 
Totals 51 91 75 47 100 
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CAMBRIDGE COLLEGE MISSION STATEMENT 
Cambridge College was established to serve adult 
professionals who are returning to higher education with much to 
teach as well as to learn. The College puts strong emphasis on 
. student-centered curriculum, peer learning, and the linkage 
between theory and practice. Such an educational model supports 
the adult In remaining a lifelong learner. In the multicultural 
diversity of its learning and teaching community, the College 
reflects the world in which we live. 
By design, Cambridge College attracts a student body diverse 
in ethnicity, race, economic status, and educational and personal 
experiences. As an alternative graduate school, its programs and 
student-centered curriculum support adults who are looking to 
enhance their chosen lives and careers by acquiring graduate 
level credentials. 
The College seeks to provide an adult learning model In 
which education is a process that empowers the adult student to 
bring his or her own set of personal and professional life 
experiences into the classroom, to enable the student to be both 
learner and teacher and to provide adults, who may have been 
denied education by circumstance, access to its advantages, for 
their own and others' benefits. This learning model produces, in 
a world increasingly overwhelmed by new social problems and 
societal demands, adult professionals who are wise, experienced, 
and educated and who want to bring these attributes to bear upon 
the creation of new solutions. 
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What is the Cambridge College Model? 
Cambridge College has organized all of its programs specifically for 
the adult learner. This means, among other things, that we try to 
make the curriculum relevant and elicit the active participation of 
students. Because the model is learner-centered we ask students 
to define what they know and what they want to learn. Students 
discover what they need to learn through self-assessment, research, 
and reflection. We employ peer teaching and learning, because 
students learn best in this environment in which responsibility for 
teaching and learning is shared. One of the primary components of 
the model is the professional seminar which we call Lifelong 
Learning Seminar. 
What is a seminar? 
A seminar, by definition, is a group of advanced students facilitated 
by a professor, with each doing individual and original research, and 
all exchanging ideas and results through reports and discussion. In 
GSPP your Lifelong Learning Seminar will help you to assess your 
skills and knowledge, identify learning goals and integrate your 
professional and educational experience. Your Seminar Leader will 
be your advisor while you are in GSPP. In the seminars you will have 
the support and advice of your seminar leader and your peers. 
What is the content of the Lifelong Learning Seminars? 
In the seminars we help you discover the answers to four questions: 
1. Where am I going in my life and career? 
2. What are my relevant skills, knowledge, competencies and values? 
3. What do I need to learn in preparation for graduate study and my 
career? 
4. How can I measure my effectiveness? 
It is refreshing to return to college and have a course focus on you. 
The subject is YOU! - your skills and knowledge, your success, 
your chance to develop you. 
This is going to be a very exciting year for you — one in which you 
will experience different kinds of teaching and learning, and also 
very likely many changes in your personal and professional life. 
Best of luck as you begin this stimulating program! 
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STUDENT ENTRY TO GRADUATION RATES: 
MINORITY STUDENT BREAKDOWN 
SPRING 1992 
(Random Sample) 
1. GSPP STUDENTS GRADUATING FROM GSPP AND MASTER’S (65%) 
(Total in Sample Class: 45) 
Non 
Resident 
Alien 
Black 
Non- 
Hispanic 
Native 
American 
Asian Hispanic White 
Non- 
Hispanic 
Other Total 
M F M F M F M F M F M F M F M F 
Actual 4 4 1 1 1 3 5 10 10 19 
Total 
Actual 
0 8 L 15 2 9 
% Males/ 
Females 
40% 21% 5% 5% 10% 16% 50% 52% 34% 66% 
% Total/ 
Graduated 
27% 3% 3% 15% 52% 104 )% 
% M/F 
Total 
Class 
8% 8% 2% 2% 2% 6% 11% 22% 22% 42% 
% Total/ 
Total 
Class 
18 % 2% 2% 9% 34 \% 65% 
2. GSPP STUDENTS GRADUATING FROM GSPP ONLY (13%) 
Non 
Resident 
Alien 
Black 
Non- 
Hispanic 
Native 
American 
Asian Hispanic White 
Non- 
Hispanic 
Other Total 
M F M F M F M F M F M F M F M F 
Actual 1 1 1 1 2 2 4 
Total 
Actual 
0 2 3 6 
% Males/ 
Females 
16% 16% 16% 16% 33% 33% 67% 
% Total/ 
Graduated 
16% 34 % 5C )% 100% 
% M/F 
Total 
Class 
2% 2% 2% 2% 4% 22% 42% 
% Total/ 
Total 
Class 
2% 4% 6% 13% 
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STUDENT ENTRY TO GRADUATION RATES: 
MINORITY STUDENT BREAKDOWN 
SPRING 1992 
(Random Sample) 
(Page 2) 
3. GSPP NOT GRADUATING (22%) 
Non 
Resident 
Alien 
Black 
Non- 
Hispanic 
Native 
American 
Asian Hispanic White 
Non- 
Hispanic 
Other Total 
M F Ml F M F M F M F M F M F M F 
Actual 4 3 1 1 1 7 3 
Total 
Actual 
7 10 
% Males/ 
Females 
40% 30% 10% 10% 10% 70% 30% 
% Total/ 
Graduated 
7C )% 10 % 1C )% 1C )% 10( )% 
% M/F 
Total 
Class 
8% 6% 2% 2% 16% 7% 
% Total/ 
Total 
Class 
16% 2% 2% 22% 
Male/Female 
Minority/White Non-Hispanic Breakdown 
Males Females Minority (total) White 
Total Number of Students 19 26 26 19 
43% 57% 57% 42% 
Students Graduating from 10 19 14 15 
Master’s 22% 42% 31% 33% 
Students Graduating GSPP 2 4 3 3 
only 4% 8% 6% 6% 
Students not 7 3 9 1 
Graduating 15% 6% 20% 2% 
Percent of Entry to Graduation 
(Master’s Level) 
“ 52^ ~~ TWc “ 53% iWo 
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APPENDIX B 
TEACHER INFORMATION LETTER 
j - * 
Dear 
I want to thank you for agreeing to be a member of this research study which I am undertaking as a requirement 
for my dissertation in my Ed.D. program at the University of Massachusetts at Amherst. I feel it is a very 
valuable addition to the literature on teaching diverse populations of students, and your contributions - your 
thoughts and experience - are what will form the body of this study. 
To recapitulate what I have told you about the purpose of the dissertation, I am studying the actual teaching 
behaviors that go into providing a successful inclusive education. You may know my prior work which has 
established Cambridge College as a successful inclusive learning institution (‘inclusive’ being defined as an 
environment which provides the physical, emotional and psychological safety for all people involved, including 
members of targeted groups which are oppressed by the dominant culture, ie. women, members of some ethnic 
and religious minorities, gays and lesbians, etc.). The question I came to after this was why? What are the 
factors that cause success and how do they relate to each other? Is it the structure of the program? The student’s 
attitudes? Or is the actual teaching the key? This perspective of focusing on inclusive teaching provides many 
questions - good ones too! - but as you probably know, for a dissertation, one has to narrow things down. So, I 
decided to work strictly on the teaching part of the equation, and, using qualitative methods and ethnographic 
research, try to identify what are some common attitudes towards teaching, some behaviors that are particularly 
effective, and how successful teachers organize the subject material and class experiences to provide the best 
learning experience for our adult students. 
One word about how I chose you for this study. You must be aware that at a college like Cambridge, which 
places such an emphasis on teaching, finding effective teachers isn t hard. As a matter of fact, there is a surfeit of 
them - some of which are world renowned! My problem was to narrow you all down! I finally settled on these 
criteria; . . 
1) the teachers must all be a part of GSPP (this program is especially useful to demonstrate success 
for students who had previously not been successful in higher education) 
2) the teachers must be representative of various ethnic, racial and gender groups and cross the 
spectrum of subjects taught in the GSPP program 
3) the teachers must have two years of experience at the College (on the assumption that 
unsuccessful teachers will not last more that two semesters) 
4) the teachers must have well above-average student evaluations (yours were excellent!) 
5) and lastly, I must be aware of an ability of these teachers to think about effective teaching, a 
kind of metacognition about teaching. (Some great teachers just do it - they don t reflect on how. 
But vital to this study is a certain awareness of the teaching interaction, a certain type of standing 
by” as the people at Alvemo College would say, to watch your own teaching and see its effects.) I 
picked up evidence of this during encounters with you at faculty meetings. 
So, what am I going to demand of you? Good question! 
The study, because it is a qualitative, is going to involve a lot of talking, as I try to get you to help me identify 
those sticky things that cause us to be successful and not-so-successful. I hope to meet with you (or talk over 
the phone) for interviews, which will probably last an hour (or a bit more, as might be the case for our lirst 
interview), at least 3 times during the semester - before the class starts to get a sense of what you are expecting to 
do and your curriculum; in the middle of the course to see how things are faring; and at the end of the course, to 
analyze the course’s outcomes. I am also going to ask you to keep a very short teaching journal (which could 
be you speaking on tape on the way home!) with an accompanying chart of learning activities where you 
record what went on in each class, and the reflections you have about how the course is shaping up. aspec o 
what you experience - difficult students, problems with understanding, cultural conflict, and of course, your 
teaching successes, will inform us about good teaching, so please do not worry about your perfoimance. It is 
how you think and respond to these teaching challenges that will help me and other teachers working in ry 
new area find ways to deal with problems that emerge. I also want to visit your classroom at fasttw,ce(md 
maybe three times) to be a non-participating observer. My advisor has suggested that I videotape these sessions, 
but I think that this can be negotiated if you feel your students will be too uncomfortable. I think I will ha%e to 
have some sort of taping device, just so I can make the transcriptions. 
I expect to obtain most of the information from these interviews, but for the pmprees of.^ngulation Iarn^-S 
to ask two other things of you. First, I would like to get a group of students (2 - 3) from >o r 
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would be willing to meet with me after the course ends to act as a focus group and help me identify the teaching 
behaviors that they found effective. This means informing the students about the study (which of course we 
would have done anyway) and obtaining anonymous volunteers. Secondly, I will be asking you all to come 
together as a group to hear the results of our work and to give feedback and suggestions on what I have 
found. 
What is the timetable for all of this? 
Well, I would like to begin in February with the first of our interviews, set March-April for the second set and 
establish the day after classes end in May as the third. I will also meet with the student focus groups that week. I 
will roughly schedule the ‘results and feedback’ meeting to take place during the third week in July. I hope to 
defend my rough draft at the end of August. Our first meetings, the introductory meetings, will take place during 
the week of January 31 - February 4, unless this is terribly inconvenient for you. If so, we can meet before class. 
I will be calling you during the week of January 21 to set up the appointments. 
One thing I would like to stress is the dialogical nature of this process. The more information and insights we get, 
the richer the data, the better the study. I am relying your proven wisdom and experience to provide me with the 
bulk of the data, so, please, feel free to call me at any time if you have more to say, or if our discussion, or any 
other gave you an insight that you feel is important It is perhaps the most beneficial thing about qualitative 
research that the process expands to meet the requirements apparent, and flexibility of scheduling is very 
important. 
I would like to bring up one fairly important issue. Since this is a qualitative study, and there are only four of 
you, chances are you will be identified (even if I use pseudonyms), at least by the other members of the CC 
community. I hope this is not a problem for you, but if it is, please let me know about it immediately, and I will 
see what we can do about it. 
I am enclosing two documents. The first is a biographic questionnaire, which I need for documentation. I hope to 
collect this at our first interview. The second is a rough list of the questions we will be going over during our 
initial interview, and to which we will be returning to throughout the study. Again, the qualitative nature of this 
study allows an interactive process between researcher and ‘subjects’, so if you feel that other questions should be 
considered, please let me know! 
I will be looking for all the information that you have on the course we are examining (Life Long Learning 
Seminar I, Thursdays, 6:10 - 8:10 pm), including course syllabi, bibliography, handouts, and any rough 
sketches of lesson plans/teaching activities that you have on hand at that time during that first interview. This will 
help me set the stage for movement 
Once again. I really appreciate your participation in this study. You are so highly regarded by the members of the 
CC community that I feel fortunate to have your input! 
Kathleen Moran, Ed.D. (candidate) 
1034 West Street 
Amherst, MA 01002 
(413) 253-7903 - home 
(800) 829-4723 - work (Saturday afternoon only) 
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APPENDIX C 
WEEKLY TEACHING JOURNAL 
EFFECTIVE TEACHING PRACTICES FOR INCLUSIVE EDUCATION STUDY 
wusikilt TSAcanNS jouraKtAU. 
(adapted from Brookfield, The Skillful Teacher, San Francisco, CA: Jossey-Bass, 1991) 
Date:_ Name_ 
Think back over the class and note down the following details. 
1) The activity that gave the students the most intense positive learning experience. What was 
it about this activity that was rewarding? 
2) The activity that gave the students the least positive learning experience. What was it about 
this activity that was not as rewarding? 
3) The most important insight you realized in the class about your own emotional responses 
and teaching processes. 
4) Are there any concerns or plans about individual students that you have at this time? 
5) Are there any concerns or plans you have about the group at this time? 
6) Please list on back all activities you undertook this week (ie reading student papers, outside 
preparation, individual meetings with students) to prepare or is c as 
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APPENDIX E 
PERSONAL BIOGRAPHY QUESTIONNAIRE/TEACHER PARTICIPANTS 
Personal Biography Questionnaire: Teacher/Participants 
Part of our study will be about how we as teachers, with our various social identities including ethnicity, gender, 
sexual preference, etc. interact with students. So in order to establish a baseline, I have developed this 
questionnaire. Please note: all information gathered here will be made confidential by use of pseudonyms. 
However, since there are so few of you participating in the study, you may be identified- at least within the 
College community - by this personal data, so please put only information that you do not mind being published 
on this sheet 
Part 1: 
Name: 
Age: Gender: 
Country of Origin: If not United States, number of years in U.S.: 
Ethnic heritage with which you most closely identify: 
Social class you would assign to yourself now: 
Is this the same as that you grew up with? If not, state what class that was. (Optional) 
Number of years teaching at the post-secondary level: 
Number of years teaching adults: 
Number of years teaching at Cambridge College: 
Any other pertinent information (ie any disabilities, special circumstances etc): 
Part 2: Experiences working with diverse groups of people 
Please note all workshops, classes, or experiences that you have participated in that you feel 
have contributed to your knowledge of working with people of diverse backgrounds. Please 
note approximate yearly dates. (Please use back of paper) This does not have to-be hmited_to 
formal education: life experiences are acceptable also. 
1 
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APPENDIX F 
QUESTIONNAIRE ABOUT INCLUSIVE TEACHING PRACTICES 
Questionnaire about Inclusive Teaching Practices 
This research is about how women and men of different races and ethnic origins learn, and how to successfully 
teach them. This questionnaire is the first step in a four step process in an ethnographic study of successful 
teachers. You have been chosen because you have been identified as an excellent teacher by your students and 
peers. Your in-depth answers to these questions are very important for me to be able to try to see if there are 
commonalities between your beliefs and values that inform your teaching practices and those of the other teachers 
who are forming part of this study. 
What principles/behaviors would you name as most important in your work with women and men of different 
ethnic and racial backgrounds? 
Do you have different ways of teaching the different types of students (ie European American men and women, 
African American men and women, etc) that you encounter? 
Are there any cognitive (or intellectual) student responses that you either expect to see, hope to see, or gear your 
teaching to produce? 
Are there any affective (ie emotional, value-laden, etc) behavioral student responses that you either expect to see, 
hope to see, or gear your teaching to produce? 
What are other elements besides teaching practices that you think are important for successful teaching (ie class 
size, academic readiness, age or experience of students, etc.)? 
Are there any authors or educational philosophy that you espouse? Can you tell how you utilize them in your 
classes? 
How do you feel your personal identity (ie ethnicity/gender/social class/sexual orientation/age, etc) impacts your 
teaching and your students’ view of you as a teacher? 
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APPENDIX G 
OBSERVATION GUIDELINES 
Observation Guidelines 
While I am in the actual classroom, I will be looking for the following things: 
1. Who is in the group? How many people are there, and what are their identities and 
relevant characteristics? 
2. What is happening her^j? What are the people in the group doing and saying to one 
another? ^ 
• What behaviors are repetitive and which are irregular? In what events, activities 
or routines are people engaged? What resources are used in these activities and 
how are they allocated? How are activities organized, labeled, explained, 
justified? What differing social contexts can be identified? 
• How do the people behave toward one another? What is the nature of this 
participation and interaction? What statuses and roles are evident in their 
interaction? Who makes what decisions for whom? How do the people 
organize themselves for interactions? 
• What is the content of their conversations? What subjects are common and 
which are rare? What stories, anecdotes, homilies do they exchange? What 
language do they use for communication, both verbal and nonverbal? What 
formats do the conversations follow? What processes do they reflect? Who 
talks and who listens? 
3. Where does the group meet? What physical settings and environments form their 
contexts? What natural resources are evident and what technologies are created or used? 
How does the group allocate space and physical objects? What sights, sounds, smells, 
tastes, and feeling sensations are found in the contexts that the group uses? 
4. When does the group meet and interact? How often are these meetings and how lengthy 
are they? How does the group conceptualize, use and distribute time? How do 
participants view their past and future? 
5. How are the identified elements connected or interrelated - either from participants point 
of view or from researchers perspective? How is stability maintained? How does 
change originate, and how is it managed? How are the identified elements organized? 
What rules, norms, or mores govern this social organization? How is this group related 
to other groups, organizations or institutions? 
6. Why does the group operate as it does? What meanings do participants attribute to 
what they doe? What is the group’s history, What symbols, traditions, values and 
world views can be found in the group? 
(Borg and Gall, 1989, pp.394-395) 
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APPENDIX H 
TEACHER PERMISSION FORM 
EFFECTIVE TEACHING PRACTICES FOR INCLUSIVE EDUCATION STUDY 
Consent for Voluntary Participation-Faculty Participant Form 
I volunteer to participate in this qualitative study and understand that: 
1) I will be interviewed by Kathleen Moran, a doctoral candidate from the University of 
Massachusetts at Amherst, using a guided interview format three (3) times during the Spring, 1994 
semester. These interviews will be audiotaped. To provide information about my teaching practices 
to be discussed at these interviews, I will keep an ongoing class journal and accompanying activity 
charts (forms will be provided), and will supply Kathleen with any other pertinent information (ie 
course syllabi, handouts, etc.). 
2) I will allow the students the time (five minutes at the end of each class) to complete a learning 
journal which looks at cognitive and affective responses to my teaching activities. I understand 
that these learning journals are to be absolutely anonymous and that I will be able to examine their 
results at the end of the semester (in a transcribed form). 
3) I will allow Kathleen to attend my class as a non-participating observer at least twice and no more 
than three times during the semester, during which time the class will either be audio- or video¬ 
taped (depending on the consent of the class). Any information obtained in these class sessions 
will be treated absolutely confidentially, with students only identified by their personal status (ie a 
working-class, white woman, etc.). If there is any need to use student reactions in the 
dissertation, they will be assigned pseudonyms. 
4) I will allow Kathleen to recruit two or three of my students to form a focus group on effective 
inclusive teaching behaviors which will meet once at the end of the semester. This session will be 
audio- or video-taped (again, depending on the permission of the participants). The participants 
will be protected by steps taken to ensure confidentiality and anonymity. 
5) I will also participate in a small focus group of the faculty participants to hear the results of the 
study and offer reactions and other ideas to the findings. This session will be audio- or video¬ 
taped as well. 
6) The primary purpose of this research is to observe effective teachers in action to ascertain what are 
the behaviors that create an environment comfortable for all people. The results will be used in 
support of Kathleen Moran’s doctoral dissertation, and will be addea to the general iiterature on 
multicultural and gender inclusive teaching. All results may be published at local and national 
levels. 
7) My name will not be used (unless the faculty all agree on the use of real-life names). However, 
because of the small number of participants (approximately four), I understand that there is some 
risk that I may be identified as a participant in this study. 
8) I may withdraw from part or all of this study at any time. 
9) I have the right to review material prior to its publication. 
10) I am free to participate or not to participate without prejudice. 
Researcher signature Date Participant signature 
Date 
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APPENDIX I 
CONSENT FOR VOLUNTARY PARTICIPATION/STUDENT 
PARTICIPANT 
EFFECTIVE TEACHING PRACTICES FOR INCLUSIVE EDUCATION STUDY 
Consent for Voluntary Participation-Student Participant Form 
I volunteer to participate in this qualitative study and understand that 
1) I will actively participate by providing a student learning journal which serves to elicit ideas about 
the learning activities that I experienced in certain classes at Cambridge College. The responses in 
these learning journals will be read and transcribed by Kathleen Moran, a doctoral candidate at the 
University of Massachusetts .who will take all measures necessary to minimize any academic risks 
that I may incur by my participation by ensuring my anonymity in the study. I will not be 
identified either by name or by characteristic personal features in any written or spoken report 
2) I agree to participate in one class session which will be videotaped for the purposes of the study. 
This videotape will be treated with absolute confidentiality, with results used only with permission. 
3) The primary purpose of this research is to observe effective teachers in action to ascertain what are 
the behaviors that create an environment comfortable for all people. The results will be used in 
support of Kathleen Moran’s doctoral dissertation, and will be added to the general literature on 
multicultural and gender inclusive teaching. All results may be published at local and national 
levels. 
3) I may withdraw from part or all of this study at this time. 
4) I am free to participate or not to participate without prejudice. 
5) I have the right to review material prior to its publication. 
Researcher signature Date 
Participant signature Date 
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APPENDIX J 
( CONSENT FOR VOLUNTARY PARTICIPATION/STUDENT FOCUS 
GROUP 
EFFECTIVE TEACHING PRACTICES FOR INCLUSIVE EDUCATION STUDY 
Consent for Voluntary Participation-Student Focus Group Participant Form 
I volunteer to participate in this qualitative study and understand that 
1) I will actively participate in a student focus group which serves to elicit ideas about the teaching 
methods that I have observed at Cambridge College. This focus group will be lead by Kathleen 
Moran, a doctoral candidate at the University of Massachusetts, who will take all measures 
necessary to minimize any academic risks that I may incur by a) ensuring anonymity (from faculty 
and administration) regarding my participation in the group and b) enforcing confidentiality 
strategies within the group. Although the focus group will be audio- or video-taped (depending on 
the consent of the participants), I will not be identified either by name or by characteristic personal 
features in any written or spoken report about this focus group. 
2) The primary purpose of this research is to observe effective teachers in action to ascertain what are 
the behaviors that create an environment comfortable for all people. The results will be used in 
support of Kathleen Moran’s doctoral dissertation, and will be added to the general literature on 
multicultural and gender inclusive teaching. All results may be published at local and national 
levels. 
3) I may withdraw from part or all of this study at this time. 
4) lam free to participate or not to participate without prejudice. 
5) I have the right to review material prior to its publication. 
Researcher signature Date 
Participant signature Date 
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APPENDIX K 
STUDENT LEARNING JOURNAL 
EFFECTIVE TEACHING PRACTICES FOR INCLUSIVE EDUCATION STUDY 
3Tu:D:*sr.r iLa&Aiasnsj© joicriimAX 
(adapted from Brookfield. The Skillful Teacher, San Francisco. CA: Jossey-Bass, 1991) 
Date:_ 
Aee:__ Gender:-- 
Race/Ethnic Background:______—-— 
Family income (average per year):---- 
*+*************•**••********************************************************* 
Think back over the class and note down the following details (Not more than two sentences each question, 
please. If you want to focus and write more on only one question, feel free to do so on back). 
1) The activity that gave you the most intense positive learning experience. What was it about 
this activity that was rewarding? 
2) The time in the class when you felt most valued and affirmed and why you think this was 
so. 
3) The activity that gave you the least positive learning experience. What was it about this 
activity that was not as rewarding? 
4) The time in the class when you felt most demeaned and patronized and why you think this 
was so. 
5) The most important insight you realized in the class about you own emotional responses 
and learning processes. 
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APPENDIX L 
STUDENT LEARNING JOURNAL/MATH CLASS 
EFFECTIVE TEACHING PRACTICES FOR INCLUSIVE EDUCATION STUDY 
stniiDaws iLSAiasosi© joiriasyAii. 
(adapted from Brookfield, The Skillful Teacher. San Francisco, CA: Josse\-Bass, 1991) 
Date:_ 
Age:_ Gender:_ 
Race/Ethnic Background: 
Family Income (average per year):____ 
********************************************************************#***n,**** 
Think back over the class and note down the following details (Not more than two sentences each question, 
please. If you want to focus and write more on only one question, feel free to do so on back). 
1) What did you learn tonight? 
2) I am still confused about... 
3) Is there something you learned tonight (perhaps about yourself) that you’re going to put 
into production in your non-class life? 
4) Mark on this line how Bill has made you feel about your ability to learn tonight. Any 
special reason why? 
Falling 
flat on 
my face 
Able to 
leap tall 
buildings! 
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APPENDIX M 
INCLUSIVE PRACTICES INFORMATION HANDOUT 
INCLUSIVE EDUCATION 
PRACTICES STUDY 
KATHLEEN MORAN ED.D (CANDIDATE) 
SENIOR FACULTY/CC SPRINGFIELD 
WHAT IS INCLUSIVE EDUCATION? 
Education that is effective for all people, regardless of 
gender, ethnic/racial heritage and economic class 
WHY IS IT IMPORTANT? 
Studies have shown that many women and members of 
ethnic/racial/economic groups targeted for oppression by 
the dominant class are nnding education in other 
institutions as it is now ineffective. 
DOES CAMBRIDGE COLLEGE DO 
“INCLUSIVE EDUCATION”? 
CC indeed seems to be effective not only for these groups, 
but for members of the dominant class as well according to 
a study I completed last year. 
WHAT THE STUDY WILL SHOW 
CC’s teaching at this time appears to be almost a type of 
magic, because it has not really been described. 1 his 
study will help name teaching behaviors that are effective 
in order to train new teachers and inform teachers at other 
institutions who want to be effective in teaching 
multicultural populations. 
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INCLUSIVE EDUCATION PRACTICES STUDY 
(continued) 
WHAT IT MEANS FOR STUDENTS 
a) Student Learning Journals (no more than 5 minutes at 
the end of class) 
b) SLJ facilitators 
c) Classroom observations/videotaping (once) 
d) Student focus group at the end of the semester 
RISK, ANONYMITY AND 
CONFIDENTIALITY 
Is there any risk? The only risk there might be is to student 
academic evaluation. The teachers involved in the study 
are adamant about honesty and would not blame people for 
being truthful, but just in case, we are going to make all 
aspects of student feedback confidential. During the focus 
group, we will stress confidentiality procedures, and 
nothing will be done without permission. 
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APPENDIX N 
ETHNOGRAPH EXAMPLES 
SEARCH CODE OUTPUT 10/18/1994 16:26 
SORT CODE: 35K- 
Page 1 
STUCAT ql algebra 
35K- 
f —Ql !-CONTENT 
: ql algebra II 
!-Q4 
: q4 great 
t-CODE 
: code- 30, M, W, 24K 
#-A30+ #—M *-W 
8 !-* 
9 t f 
10 !-# 
*-35K- 
STUCAT ql nralti-v 
SC: 35K- 
f —Ql * !-CONTENT #-A20+ #- 
: ql multi-variable algebra 
!-Q2 
: q2 nothing 
S-METACOG $-Q3 $-CONFIDENCE 
: q3 I can do this if I take my term 
: (sic) 
t -Q4 
: q4 (7) 
l-CODE 
: code- 29, M, W, 27K 
•M #-w 
13 !-* 
14 ! # 
15 # -$ 
16 # 1 1 
- 17 ! # -$ 
18 ! —# 
-F $-B 
% 47 -i -$ 
48 1 I $ 
49 !-# $ 
50 ! $ 
51 ! -$ 
#-35K— 
STUCAT ql I learn 
SC: 35K- 
f_Ql #-CONTENT S-A40+ 
: ql I learned a new way to c 
: algebraP roblems 
i —Q2 
: q2 none of tonightfs work 
1-Q4 
: q4 (7) 
!-CODE 
: code- 45, F, B, 32K 
S-35K- 
STUCAT ql algebra 
SC: 35K- 
#-35K- 
o 
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SEARCH CODE OUTPUT 10/18/1994 16:26 
SORT CODE: 35K- 
Page 2 
STUCAT ql I learn 
35K- 
( 
* *-CONTENT S-A40+ $-F $-w 
• 
• ql I learned a simpler way to do 127 
-# 
• 
• complex algebraP roblems 128 1 1 
!-Q2 
• q2 nothing 129 !-* 
!-Q4 
; q4 (8) 130 t 
f-CODE 
: code- 45, F, W, 32K 131 ? 
STUCAT q2 Don ft k 
SC: 35K- 
t-Q2 ! -METACOG *-A* t-F 
: q2 Don Ft know concepts 
!-Q4 
: q4 (0) 
t-CODE 
: code- *, F, *, 33K 
STUCAT ql exam sp 
SC: 35K- 
!-Ql I-TEST $-A30+ $-F 
: ql exam speed 
*-^3 i-METACOG 
: q3 I learned to organize my efforts 
: for efficiency 
l * 
* : q4 (8) 
!-CODE 
: code - 31, F, B, 27K 
*-R* 
149 t-i 
150 t # 
151 !-* 
$-B 
203 t -S 
204 -* $ 
205 ; $ 
206 !-* $ 
207 ! -$ 
S-35K- 
*-35K- 
S-35K- 
o 
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SEARCH CODE OUTPUT 10/18/1994 16:26 Page 3 
SORT CODE: 3SK- 
STUCAT ql Order o 
S^: 35K— 
V INTENT $-Ql S-A40+ $-F $-B 
: ql Order of operations and 240 -i -$ 
: effectiveness of charts end 241 1 $ 
: graphs 242 1 $ 
! -CONTENT f-^2 
: q2 accurately using charts 243 !-# $ 
♦-VALUE *-Q3 #-METAC0G 
: q3 Everything can be understood 244 -i $ 
: when P ut into P erspective 245 1 $ 
f —Q4 
: q4 7 246 !-* $ 
t-CODE 
: code-43, F, Afr-Am, $30K 247 f -$ 
STUCAT ql How to 
SC: 35K- 
#-CONTENT $-Ql S-A30+ $-F $-B 
: ql How to select the most 250 -# -$ 
: appropriate graphical - 251 1 $ 
: representative for figures. 252 1 $ 
t-Q 2 
: q2 nothing 253 1-t S 
!-GOALS !-Q3 
: q3 use more graphs 254 f s 
#-Q4 #-CONFIDENCE 
: q5 Feel like a genius and very 255 -t $ 
: anxious to learn (8) 256 1 $ 
> ''ODE 
( : code-31, F, Afr-Am, $26K 257 1-i -$ 
$-35K- 
S-35K- 
o 
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Summary of Segments Found 11/22/1994 17:24 Page 1 
List Total Count of Segments Found for each File 
Code Word File Name Count TotLines 
T MGVXD 44 42S 
QUESTION MGVID 19 61 i 
i 
3
| 
o
 
| i 
STUHESPONS MGVID 17 49 
HBTATBACH MGVID IS 103 
FACILITATE MGVID 13 220 Hl'fy 
AFFIRMS MGVID 12 44 
S MGVID 8 66 
SEXTENBS MGVID 3 36 
EXPLAIN MGVID 3 36 
-
5
 
o
 
CHECK MGVID 2 4 t^o 
PEERS MGVID 2 12 
ACTION MGVID 2 21; 
ASSIGNMENT MGVID 3 46 in* 
SELFASSESS MGVID 1 27 ZWo 
RELAX MGVID 1 14 VU 
, 3b x w - 
- ll^ 
row.- 6SZ. 
mz-S 
_bb 
n 
13^0 
3c?c, 
S4cM-<Lo<: 
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APPENDIX O 
TEACHERS’ CHARTS OF LEARNING ACTIVITIES-SUMMARY 
MARY'S CHART OF LEARNING ACTIVITIES: SUMMARY 
(Page 1) 
Class 
# 
Number of 
Total 
Minutes 
Description of activity Theme of instructor 
intent 
Whole Group Activ ities (31%) 
1 100 Introductions Group bonding 
Gain skills/knowledge 
2 5 Clap names Group facilitation 
2 10 Time management discussion Utilize group 
Self-assessment 
4 ‘ 10 Share news of the day Group bonding 
4 5 Brainstorm small group topics Utilize group 
5 15 Group Discussion/prior learning Self Assessment 
6 30 Group decision re: small grp topics Self assessment 
9 10 Class news Group bonding 
9 45 Jo-Hari feedback exercise Group facilitation 
Utilize group 
11 110 Learning in GSPP discussion metacognition 
12 60 Summary of Learning Self-Assessment t 
Utilize group 
Affirmation 
12 40 Planning next semester discussion Gain skills/knowledge 
Metacognition 
14 70 Group potluck Group bonding 
Total 510 
Small ( 3roup Reports to Larger Group: 16% 
2 40 Report re competencies discussion Utilizes group 
Affirmation 
13 50 “Pains of Growth” Gain Skills/knowledge 
Self-assessment 
13 45 “Multi-cultural education” Gain Skills/knowledge 
Self-assessment 
14 60 ‘Tolerance, Stress, Relaxation” Gain Skills/knowledge 
14 60 “Self-esteem” Gain skills/knowledge 
Total 255 
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O 
VRY'S CHART OF LEARNING ACTIVITIES: SUMMARY -- 
(Page 2) 
Class 
# 
Number of 
Total 
Minutes 
Description of activity Theme of instructor 
intent 
Lectur e/Discussion: 13% 
4 20 Formal & Informal Learning Gain Skills/knowledge 
4 20 Sell-assessment & powerful 
learning 
Sell-Assessment 
5 15 Impact ol Change Gain Skills/knowledge 
5 20 Examination of taxonomies Gain Skills/knowledge 
6 30 SMART goals Gain Skills/knowledge 
Self-assessment 
7 45 What is a contract? Gain Skills/knowledge 
Metacognition 
8 40 Learning Contract-cont’d Gain Skills/knowledge 
Metacogntions 
9 25 About giving/getting feedback Gain Skills 
Self-assessment 
Total 215 
Small Group Discus ■sion: 9% 
2 20 Define competencies Gain skills/knowledge 
Utilize group 
6 25 Plan for presentations Utilize group 
Group facilitation 
7 50 Plan for presentations Group facilitation 
10 45 Plan for presentations Group facilitation 
Total 140 
Assignment/Course Clarification: 8% 
1 5 Three Boxes of Life Clarification of learning 
intent 
1 10 Going over syllabus (same as above) 
2 5 About Kolb & Learner’s Guide (same as above) 
3 5 About College, notes, time mgt. (same as above) 
3 20 Syllabus review (same as above) 
4 5 Assignment explanation (same as above) 
5 5 Assignment explanation (same as above) 
6 15 Assignment and scheduling of 
group presentations 
(same as above) 
Group facilitation 
7 5 General discussion of the class 
activities to come 
Group facilitation 
8 20 Discuss upcoming Jo-Hari feedback 
exercise 
Group facilitation 
9 10 Overview of products needed Clarification of learning 
intent 
12 15 Expectations for group presentation same as above) 
Total 120 
250 
O 
M, VRY'S CHART OF LEARNING ACTIVITIES: SUMMARY- 
(Page 3) 
Class Number of 
Total 
Minutes 
Description of activity Theme of instructor 
intent 
Dyads: 7% 
3 35 Review LSI homework Gam skills/knowledge 
Self-assessment 
4 65 Interview pairs: powerful learning Gain skills/knowledge 
Self-assessment 
Utilize group 
8 10 Share learning contract Sell-assessment 
Affirmation 
Total 110 
Circle of Individua Reports to Group: 5% 
3 25 Share expertise/influence Utilize group 
Self-Assessment 
5 20 Group role they took in class Self-Assessment 
Utilize group 
8 30 Presentations re: learning contract Self-Assessment 
Total 75 
Administrative Acti vities: 4% j 
2 10 Survey about advising Information for College 
8 20 Course registration/needs 
assessment 
(same as above) 
13 10 Incomplete policy explanation Gain skills/knowledge 
14 20 Eval uations Information for College 
Total 60 
Lecture : 3% 
1 15 Interest, Influence, Expertise Gain skills/knowledge 
5 20 22 considerations for resume Gain skills/knowledge 
6 7 About handling conflict Gain skills/knowledge 
10 5 Be, Do, Have Gain skills/knowledge 
Total 47 
Research Study Act vities: 2% 
2 15 Researcher introduces studv Information for College 
3 5 Students respond (same as above) 
9 5 Explain videotape Group facilitation 
9 10 Researcher answers questions Information for College 
Total 35 
251 O 
MARY S CHART OF LEARNING ACTIVITIES: SUMMARY 
(Page 4) 
Class Number of 
Total 
Minutes 
Description of activity Theme of instructor 
intent 
Other Activities: 1% 
2 5 Learning journal Group facilitation 
3 10 Guided visualization Group lacilitation (relax) 
6 8 Taped song “Something Inside” Gain skills/knowledge 
Total 23 
Student Presentation to Group: 1% 
5 10 Student read own story Gain skills/knowledge 
Utilize group 
Group facilitation 
7 8 Student says good-bye Group bonding 
Total 18 
Guest S Speakers: 1 % * 
4 10 Former students speak about LLL Gain skills/knowledge 
6 5 Former student speaks about LLL (same as above) 
Total 15 
Some phrases used to derive theme words 
Group bonding: 9% ‘establish connections’, ‘network with each other’, ‘say good-bye to people who are 
leaving’ 
Group facilitation: 10% ‘provide a transition’, ‘ice breaker’, ‘help people interact after break’ 
Self assessment: 20%‘value own contribution’, ‘provide a model for how we all examine, assess & reflect on 
prior learning’ 
Utilize group: 14% 
Gain skills/knowledge: 32% ‘gain skills at oral presentations’, ‘understand...’, etc. 
Metacognition: 10% 
Affirmation: 5% 
252 n 
LUIS'C :HART OF LEARNING ACTIVITIES: SUMMARY- 
(Page 1) 
Class 
# 
Number of 
Total 
Minutes 
Description of activity Theme of instructor 
intent 
Whole Group Acti\ ities 18% | 
2 30 Discussion about Tshmael’ Sell-assessment 
Utilize group 
4 60 Discussion about Ouspensky Utilize group 
6 45 Discussion about Freud and Jung Utilize group 
7 45 Discussion about Jung n Utilize group 
11 30 Discussion about stress report Selt-assessment 
Total 220 
Iln-Clas s Individual Activities: 17% | 
2 60 Collage Self-assessment 
3 30 Time Chart/ Collage-Self (same as above) 
3 30 Goals/ Collage-Self (same as above) 
4 20 Person I want to be/ Collage-Self (same as above) 
6 60 Drawing house of childhood (same as above) 
Total 200 
Circle 3f Individual Reports To The Whole Group: 13% | 
9 80 Class helps find personal shadow Utilize group 
Gain skills/knowledge 
9 20 Statue theater exercise on shadow Utilize group 
Gain skills/knowledge 
11 15 SPR action plans Self-assessment 
Utilize group 
13 45 Summary about term paper Self-assessment 
Utilize group 
Total 160 
n 
253 
LUIS'CHART OF LEARNING ACTIVITIES: SUMMARY 
(Page 2) 
Class 
# 
Number of 
Total 
Minutes 
Description of activity Theme of instructor 
intent 
Assignment/Course Clarification: 13% 
2 30 About course Clarification of learning 
3 15 About collage - part IV (same as above) 
4 15 Concept map of course (same as above) 
5 10 Assignment (same as above) 
7 15 Explain anima/animus exercise (same as above) 
7 30 Explain oral presentation/term paper (same as above) 
8 20 Explain shadow exercise (same as above) 
9 10 Explain stress processing report (same as above) 
11 15 Explain growth/change mechanism (same as above) 
Total 160 
Small Group Reports to Whole Group: 10% 1 
12 90 3 groups report on topics: Self- 
healing, Freud’s dreams, 
character/temperament 
Utilize group 
Gain skills/knowledge 
13 15 1 group reports on topics Utilize group 
Gain skills/knowledge 
Total 115 
Lecture: 8% 
4 25 On the Evolving Self Gain skills/knowledge 
Clarification of learning 
6 30 Freud’s psvcho-dvnamics Gain skills/knowledge 
8 45 Jung’s theory of the psyche (same as above) 
100 
o 
254 
LUIS’CHART OF LEARNING ACTIVITIES: SUMMARY 
(Page 3) 
Class 
# 
Number of 
Total 
Minutes 
Description of activity Theme of instructor 
intent 
Lecture/Discussion: 8% 
5 40 On Gurdjiel'f s self-observation Gain skills/knowledge 
Utilize group 
8 15 About Freud Gain skills/knowledge 
8 15 Debriefing body-mind video Gain skills/knowledge 
8 20 Why look at shadows? Gain skills/knowledge 
Utilize group 
Total 90 
Videotape/Audiotape: 6% j 
5 30 About Gurdjieff (video) Gain skills/knowledge 
8 15 Healing/body-mind (video) (same as above) 
11 30 Relaxation/meditation (audio) (same as above) 
Total 75 
Small Groups: 3% 
7 15 Compare Freud and Jung Utilize group 
8 15 Oral presentations preparation Group facilitation 
Total 30 
Dyads: 3% ! 
3 30 Collage verification Utilize group 
Total 30 
Administration: .5% 
13 15 Evaluations of course Information for College 
Total 15 
Study: .5% 
2 15 Researcher speaks to class Information for College 
Total 15 j 
o 
255 
LUIS’S CHART OF LEARNING ACTIVITIES: SUMMARY 
_(Page 4) 
PERCENTAGE OF AREAS OF INSTRUCTOR INTENT 
Utilize group (to obtain knowledge and skills):_........35% 
Gain skills/knowledge .30% 
Self-assessment .21  
Clarification of Learning.12% 
Group facilitation.(.5%) 
Gather information for College.1.5% 
o 
256 
R OSA'S CHART OF LEARNING ACTIVITIES: SUMMARY 
(Page 1) 
Class 
# 
Number of 
Total 
Minutes 
Description of activity Theme of instructor 
intent 
Small groups 17% 
1 45 Exchange buddy cards Group bonding 
o 
mm 30 Problem solving groups Gain skills/knowledge 
6 30 Problem solving groups Gam skills/knowledge 
11 35 Identify facts Utilize group 
13 50 Compare results and set next steps Utilize group 
14 
- 30 Case resolution Test 
Total 220 
Circle of Individual Reports to Group 16% 
4 7 Report summaries Gain skills/knowledge 
4 15 Write draft/set goals Utilize group 
Gain teacher support 
5 15 Reflect on how they can use skills Utilize group 
5 15 ID 10 principles to share Gain skills/knowledge 
5 20 ID red flags in negotiation Gain skills/knowledge 
6 15 Reading from I Ching & Goethe Gain skills/knowledge 
6 70 Announce relaxation plans Gain ski 11s/knowledge 
7 30 Relaxation commitment Utilize group 
7 5 Reads fr/Helpers and interprets Utilize group 
11 10 Read written ending to reading Utilize group 
12 15 Self assessment Utilize group 
Total 217 
Whole group 12% 
1 i 15 Introductions Group bonding 
3 I 15 Review homework/reading Clarification of learning 
3 30 Defining vocabulary words Gain skills/knowledge 
4 15 “How was your dayT’ Group bonding 
4 10 Discussion of homework article Gains skills/knowledge 
5 5 Discuss relaxation plan Utilize group 
6 15 Negotiation discussion Utilize group 
7 5 Discuss focused energy Gain skills/knowledge 
8 30 Review corrected problem ID Gain skills/knowledge 
11 20 Discuss positive communication Gain skills/knowledge 
Total 160 
257 
n 
R OSA’S CHART OF LEARNING ACTIVITIES: SUMMARY 
(Page 2) 
Class 
# 
Number of 
Total 
Minutes 
Description of activity Theme of instructor 
intent 
Indiyi( lual 12% 
1 30 Writing out thinking definitions Gain skills/knowledge 
2 5 Re-wnte thinking definitions Gain skills/knowledge 
4 15 Start summary process Gam skills/knowledge 
4 8 Finish outline Gain teacher support 
5 8 Complete outline for paper Gain skills/knowledge 
7 
- 15 Analyze/restate facts Gain skills/knowledge 
8 10 Re-wnte problem ID Gain skills/knowledge 
12 10 Write class evaluation Information for College 
13 60 Critical reading Gain skills/knowledge 
Total 161 
Dyads 12% 
3 10 Buddy card exchange Group bonding 
4 15 Share draft Utilize group 
7 30 Problem-solving pairs Utilize group 
8 30 Problem discussion Utilize group 
8 20 Reread and redefine discussion Utilize group 
9 60 Feedback from buddies Utilize group 
Total 165 
Assignr nent 8% j 
1 30 Syllabus and course outline Clarification of learning 
2 10 Explain homework Clarification of learning 
3 10 Explanation of grading Clarification of learning 
4 5 Prioritize homework Clarification of learning 
4 15 Explain homework Clarification of learning 
h 5 15 Explain homework Clarification of learning 
7 5 Explaining homework Clarification of learning 
8 5 Long term goals of assignment Clarification of learning 
9 10 Review long term goals/final paper Clarification of learning 
Total 105 
Lecture 6% | 
4 10 Explain how to summarize Gain skills/knowledge 
8 7 Explain companson/contrast Gain skills/knowledge 
12 60 Speed reading Gain skills/knowledge 
Total 77 
o 
258 
R OSA'S CHART OF LEARNING ACTIVITIES: SUMMARY 
(Page 3) 
Class 
# 
Number of 
Total 
Minutes 
Description of activity Theme of instructor 
intent 
Relaxa tion 5% 
3 10 Deep breathing and altirmations Relaxation 
4 5 Deep breathing and affirmations Relaxation 
5 5 Deep breathing and affirmations Relaxation 
6 5 Deep breathing and affirmations Relaxation 
7 5 Deep breathing and affirmations Relaxation 
9 5 Deep breathing and affirmations Relaxation 
11 10 Deep breathing and affirmations Relaxation 
12 5 Deep breathing and affirmations Relaxation 
13 5 Deep breathing and affirmations Relaxation 
14 10 Deep breathing and affirmations Relaxation 
Total 65 
Small ( iroup Report To Whole 5% 
2 15 Present solutions/case Gain skills/knowledge 
6 15 Present solutions/case Gain skills/knowledee 
7 15 Present solutions/case Utilize group 
14 20 Report results Utilize group 
Total 65 
Lecture /discussion 3% 1 
2 30 Discuss and diagram reading Gain skills/knowledge 
Utilize group 
3 10 Review critical thinking matrix Gain skills/knowledge 
Total 40 
Test 4% 
3 1 20 Test on critical thinking skills Test 
5 20 Test on terminology Test 
6 15 Test on Getting to Yes Test 
Total 55 
P-ERCENTAGE OF AREAS OF INSTRUCTOR INTFNT 
Gain skills and knowledge.42% 
Utilize group (to obtain knowledge and skills).30% 
Clarification of learning.9% 
Group bonding.6% 
Test.  % 
Relaxation. 5% 
Gain teacher support.2% 
259 n 
M
a
r
y
's
 
T
e
a
c
h
in
g
 
J
o
u
r
n
a
l 
C
la
s
s
 
#
1
 
APPENDIX P 
TEACHERS’ LEARNING JOURNALS 
r 
13 
w 6 X 
u. r*. c 
X O a> o 6J 
-C 8.-g 13 a 
*““* Sy rn {« c 
3 
XJ oi 
o 
E 
dT 3 ? E 
3 O co o CO n o O c 
V E i= CO 
? s X o 
0) CO 
fS 
s 
o 
y* 
CO 
c 
s 
a 
o 
*■3 
§! 
u s 
0) 
x: 
•§» o 
o .5 
c _ 
« « g5 
<£ w DO 
-8 ^ 
* :s 
a> o 
O w .« ■= 
so E £ o 2 „ 5 -o « .2 
- a. 
o 
BO Q
| -3 5J s g
V] 
c 
s 
O' 
C 5/1 
- O s 5 2 s e ■= i s 3 . o •■= § X v> O C P w 
-3 = £ s p 5 
o 2 * <2 o g. 
3 ~ ~ mu'- o 
cn 3 C o O 
3 3 - — 
CO g? 
BO 
3 
_   . ^ u o 
<  BO O - 3 .3 •— w 
oe rS 
V) 
o c/j 
es es 
£u 
CO 
b 
es 
S O m 3 3 jcz g 
S st •= to -p “ 
S2E?S«a§i.> i)C03vj>—.^CJ‘3 
£^■2 “ a ®."5JS « 
•o a 
e = 3 O w 
? a 
o 
t« i: o t« rs s 
w V5 
c o ^ a 
BO — ~ — 
c 5 c 
= = M 
•- o C. 3 ;> k- s 2 
^ 00 CO CO 
J ^ 
1 J •= .- 
cS .2 3 _ 
O 2 
I* *.! ■o c JP3 £■ 3 cj .2 '-t? 2 
o ■§ -2 .£• c. 
r in « a 
C/5 7) J £ X 
<N X ^ 
O 
w «j 
J8* 
o 
.. I “•! 8 
s| 111 
C/5 "5 g — 3 
C 
8. 
DO ^ 5r o 
co 
co 
a 
y 
DO 
< 
Sr il §■
= S°2S 
§ Si£ § i 
O l- iS o 
o zj „v O *■» 
= J= - C = 3 
< O ~ ■= £T =t -S 
_ <N 
c fl 
C1 
“O 2 a> 
a; -X c 
—: ^ co c 
8e|* 60 6fl w C 
c ='-=•••/> C/5 C y ■ — 
.5 C <-• „ 
v '« ° 23 .E
•“ ‘3 o 3 "5 
o w ■“ -2 "G 
c P P -n 3 
w 13 r^t 
E '-3 
3 ^ 
P T 
w > ■■ V- 3 y 
u c § 
■£ 3 = co C co c C 
§-.2 
o 
>» 
0> 
sS* 
•= <o .s: 
£ M 
CO 
U *3 
O 2 — 
w o id s 
t w BO 5 -i 
££?r< 
~ ' % S fT 
CO 
^ O P CB 
o jr — is 
« 5 c_ .2 
2 ■» e 5 
\“SE 
J Ii 
- 15 
a> ^ -o 
s 3 
= 5 s 
c 
o 
> 
X 
JO 
<u 
> <I> > o 
c ^ 
^ « 
S 2 
CO 5 2 
— ^ 5 rM 
o 
a| 
co 
«/ 
c* 
co 
V0 
<N 
cs r^i 
dm 
o 
2 
DO 
13 — 
o 
„ 
& L|i 
•= « -a i 5 >, 
n — <_ 2 - -° 5 J oS si 
°^ s-is 
§■^5 .2 « « g 
y O 60 ^ 3 oot: ^ 
c c3 •£ ca A? ob.E s « .5 a 2 
> o-c.c o — a >sr J5 o x 
> £ ^ i; ^ 2 Ea a> E- o 
<L> 5> 
co > C 50 5 oo w - 
£.« 2 m c« _ S c 
« ^ “
.o -S 
a 
8 5 Soe
BO'S « _ i> 
< O a.(?'lu S <o in O ^ - 3 in vp 
3 
C . 
O 
*3 
I 
X 
X H 
V "Z 
-w E 
g J 
> 04 
Ko 
» in ■5 §- 
3 ^ 
^ 00 
X ^ 
X £ 
<s 
260 
n 
M
a
ry
's
 
T
e
a
c
h
in
g
 
Jo
u
rn
a
l 
C
la
ss
 
#
3 
-3 
ZJ 
3 p 
c 
e 5 
c 
“2 So 
s-3 C/5 w 
— -i. .2 O 
S S . >. w ? 
“ S « 2 ■ - -5 « o •;= 
ii-iSS^als-” 
= - O j= 
o o N CX. 
5 - 
x w 
r 1 o 5 S .2 ^ S< .i 2 E 2 E E o 2: «st3 3o oO e vs 5-3 
; 1.2 
- I* 
s I 
a 
IS- 
O 
Ml 
S « “ 
« - >. *= 
2 0 5 e .5 
3 y\ « ^ 1 5 &|j 
*3 —« O TO .=3 O TO .3 
o , 
3 = 
a? 
OP. 1 s 
•= s -5 i 
> M3 55 
> w TO 
C3 ^ 
OX) *0 
.E 2 *“ e 
-5 = £ y 
a k j ^ U £ £ 
§.!& § 
O VI C 
£ 3 2 2 
u "Si 5 
•s i H 
V) -C 5 
8 “ § 
K « ^.C 
<y ^ OX) V5 
e g | ‘-a 
^ 8r U 
1/2 
</> 3 O 
. . *> 
C/5 0> 01 g c/5 CL 
l| 
a 5 
^ 
i a 8 
o - » 
«s 
0 a. != 
<U Js 
<n 73« 
O S wi S O 2 
««'-0-*S2-g“ 25-5 « S 2)i| 
-re £ i! P 9 I ^ « 
.2go,~'5so1«o> 
^11 = S| S =L| 
,f Sslls 0 “ 8 0 eo—1 — v 
cn 
o 
«N <N 2 
VI 
u 
C/5 
« Si 
Si | 
ocS 
< o 
— 00 — 
c 
•5 
0 If 
e| - 
c 8_-| 3 3 •- 
•2 5- “> o -5 u 
co-2 " = 
_ C ea O. O 
V «5 © — 4> P Q. 
G 08 2 -w S> E 
~ §» — o 
— re m g T o 
__ x 
vi vi oi 
1 
jO ” 
" O 
>*•= 
II 
v*l o 
(N 
3 1 
3 g ■g 8 
.5 03 
"T3 00 TO 0) 
G £ 
8 
re 
5 2 
ja 
J3 
•= >> op < 
£ 3 C - 
re vi « E a —
o » ji i -c 1o 
— — 5. re . — „ 
.= ^ c _T *» S j? 
— re -5 c _ 3 
w — v> i 3 5 <n r e c # -i v o 
_ i ; 5 ' 2 « '■ 
* Ci-53 “3 J! 
2 ^ 2 s S 0 = 
cir Il2rea 
« ' 2P 2 to .5 
Sag 
.5 £ E 
o g >* g 
V) *" C g 
<s|l 
S o ^ 
2 w) > 
S:|?l 
.1»i I 
c ** 
~ !/} 
ZJ CA 
03 63 
jfl 
= 22 *ac ..« » c 
s g-ol »g^ a"5 “-a 
5 1-I'lltll -Sl'-iS 
0) 
n Cfl *2 
i UD C 
-r.2goSu3-5TsBEi 
0> 
o -S , 
a§! 
£ S '« S % | © i 
2 3 « 2 e« o C 
— 3 13 OX) 
"«3 
'*5 
E v 
S 2 3 j= ^
ol^ .£ a 
=L cn 
c/T .3 
3 §■ u 
00 2 re 
CO 
© 5: 
2 
V) 4> 
V) 
I 
a . 
« 5 
00 2 
< O 
o 
! O* •d 
2L 
4) — 
TO p 
5 D. 7 
C 3 1 
a; o c/5 00 k- c 
2 “•§ 
eo "re 3 
a 3 c 
C « « 
fl U 1) 
— o g 
c/3 uT 3- 
co 
0033 “ W 
< O ~ £ o c? o 
■g m'T'2 -Sj fj C 1) ^ y ^ 
“a n g S 
— so E ~ — in i — 
•S .S a >.-g U .a = = 
Sg73^2^8g3 
o 
261 
M
ar
y
's
 
T
ea
ch
in
g
 
Jo
u
rn
al
 
C
la
ss
 
#5
 
«n ij • o 
•i 
^ O Q. 3 CL 3 . 
—r co oo O Ji 
— 3 1/1 3 -s a •€ 
u. Z3 3 i* 
C -i ^ E E 3 m 
I1!J|l|iill4|!|li|r 
O £ *3 ■£ ^5 ^ £.< £ «S2 -o 15 c £ 
o -C 00 
-a 3 O 
3 
o 
w 5 
o 2 
V) 3 
jj 
w 
c 
w* o ^ 
! * ■§ 
•— co TS 
_ vi 4/3 
£ CO V 
^ — r o t: 
v 
•— CO 
« 8 _ 
= «> 
?? > s 
.2 -a 
•® § 
60 > 
.5 o 
w 
8. > 
a-g 
* § 
- 60 
e c 
S „ a 
T3 ~ 5 
•o 3 » 
s -°. s 
[2 Is TP 
T3 <U 
~ iu “ «8 e 
2~ Op § 
3 . t- j= .2 g .* s o 
l-S s S.-8 
o < 
2 
CO 
C 
8. 
co 
va w 
£ *- 2 « 
oo*5 
< O 
>J 
3 
tz •= ~ 
j= E DO* — 
o 
-C 
00 
3 
8 
J= = <U 
•  
60 S o 
•= o 
11 
>» 
3 
OC J= i 
cn 
w ?C co 
0> C ~ e O 
t— *3 CO c *■* 
« ,_ =£ .to g >, 2 ,J a ~ u - 
60'S “ U “ «2 
< O C? S o o m 
s 
o 
*o 
3 
o 
I 
co 
u. #o 
’> CO *3 J= « *> C 5 » g J! a -a 
2 8 e _ 5 •* 
•Sff -a *3 I £ o. 
= $ 5 6o5 ;§ 
•- i> > ^ -3 gP c 
Sft'J V .5 C C OC so 5 v £ .5 5b 
- c « e 3 N ., y t- c >, ^ 
£» J: “ « ** 
af .3 £ g.s 
W) 
6ii: 
tn 
>» 
u (8 
(A 
CO 
OS os 
£u 
•/> Q. 3 
O 
o ju 
— 2 =i. co 3 i-1 
<y — O 
a-'iS 
eo 
es « .5 _ 
« .i CO l_* 60 G O 
c/> Cc O C vs 
» # £ S’S . -3 
£ -5 s § I «> 8 
f» . _r* = C" 
CO d>. 
<u o 
O y C ° co 2 e a J 5? •— r" w 
O <y 
E 5 
in 
v 
9 
oi 
5 ,S 
'5 c 
u -3 |! C co 
=Z -C 
^ 3 
S .§1 1| 
irESligS-Js 
s:s|Sss § 
9u^Mc^uy 
— Q-C-3— 5oc 
— co a co q- O. M y o 
o e 
<N 
e 
o 
CO 
V 
3 
cr oo cj 
0> 
E 
3 
.. co 
^ 2i o — 
1 -s 
a 
CO 
a 
o 
60 
cn 1) __ 
4» 5 O • O ai *0. 
Sbl ®i I 
O — <N •JC co 
ea 
a c 
2 '| 
s 8 
CO 
i— 
£2 
8. 0) 
3 
E 
-3 w 
0) a
CM <u 
> 
3 2 
o i: 
■^r c 
r? "5 
— 3 
Cfl 
>* 
XI 
-o 
I 
US. o OO w 
< o 
>% ° 
ffl T3 ■3 si Jo 
0> JJ 
V 
•3 
II 
s? 
4/5 C3 
. . V ^ ^ 
— CLCM m 
I E 
o «5 
c 
O 
co « 
1 . 
II 
e o? “ 
« £ j 
»> -S i2 
“ - 
— 60 
a 
3 
O 
— act 
E 
o 
•c3 
> 
S 31 2 .S 
O' 
S 1 w 
., - u , 
60-3 <0 T3 .i 
C . 3 U <U 1) 
g s S?E 
•“ c 2 -3 
vO 
n 
262 
M
ar
y
's
 
T
ea
ch
in
g
 
Jo
u
rn
al
 
C
la
ss
 
#7
 
o g 
© co ^ CS © J* 
C3 — "C 
= I.a ij'l? i 
"3 -O JC •» £ g — 
- Jj 2 
! S 5 
^ 5 * 
© 
E 
•c © - 0) 
© 3. 8 3 >* 
oo.ST--3 «— S 
m r- ^ co .*t: 
c jE w co w_ ^ •»— fc— ,*} •+* f" -m zj CO 
= ; co o 8:2 > s s Si |S o 
9 
CO 
e 
© ■5 
8 ® S. * 
I « •- C & = 2 
§ *3 1 f* o’5 2I » 
5> = a^«>— 
_ i|j!5^s“Su 
o!< a-§ S 8.W.S.2 jjj 
a 
S CO *Sf 
Ei I 
v§ - o -o 
a. J “ § 
.c 2 
.« 2 
.a* >» 
8 a 
n a 3 - 
CJ TJ V JS M ^ 
£ .£ “a. k *s; 
8 = | -8 | si £ ir~ c 9 00.3 © 
CO © 
CO 
s 
© 
a 
co" © 
u 
CO © 
Q0 
I 
CO 2: 
0 k- 
2 | 
< O 
<s 
- S S 
CO 5 3 g 
— *g o 
i JT “ 2 i 
1 Jl 2 I 
§. 3 fa 5 se «* 
g>.2 2?E J 
gff811 
csj^c 3 
CO 
c 
00 
.8 
i<Es:« 
0 33;- Q. 
o c - - 4)  
8. o 2 .§ 8. 
j S 2 w «5 <- 
sSss m © p O O -r 
w jj „ _ CO O 
< O — n m .5 
— 00 00-0 © 
t ■=■ = — 2 JZ © 1 
8. 2 P = S _ js >% CO a © CO CO 
*5 .5 w a 2 
c 0 ** § * b 2 M a 
_ CO 
C 3 
is 3 
3>§ 11 3 CO - cr CO © w © 
% t L. _ 
3 = 
-2 00 co a 
± —, 3 © ^3 u 
= $ 
si 
— "C- C C P © a X — 0 — 00 
ee°® 
s 
S vi 
© CO 
ee 53 
HU 
co 
b 
« 
§■■§> 
p ' 
a _ 
co 
3B=T3“>S-g2 -1— tn 
2 " Jl § I S.s s ^ § -S.1 ? 
iSE§s8-|-5=|i« 
© 
3 0 3 0 
lolz E 5b 
■» 1 •— 3 *o = 
3 s g- 
s © C- 00 
2 ~ 
13 
fi CO 
© M 
— -j 3 c 
co .3 3 "3 
8 3 
= © 
*« I .13 co 
* * JB -s -g 
■S S < 1/3 2 i 
5-3 «ffl . Q * j = 2 a~ c E »> 
— UJ ■« a -Si "O ■£ 
> 5 2 S 5 « o 
^ ^ 1^ C co 
CO 3 
£ © 
CA 
_ £ 
5 J 
a. 
2 2 S c §1 3 I 
2? .c "a 0 “ w « 00 
.5 o S -s <u >. = 
:u§fl«S2 
2 2 ■= m£-s 2 2 
u u -3 2 £ re ■£ "S 
H.EreSitSi'o 
T> 
o ’3 —- 
2? v — a 
© £ © 
=z - -a -a 
« 3 « ■5 -E. “ § 
2 i § ° 
.= = -£ i ? 11 i i 1 
CD 
© 
E - 
^3 © 00^ 
.. 3 2 
co O g 
g « O w 
0 © 
CO 2 © *rn CO U._ 
^ u- O 2 2 2 
oo5 
0 
© 
CL 
CO 
!i:i 
1 111 
C Jr ^3 > 
.2 °- 00 * 
« < .5 f 
JJ 
ifc 
p co 
C3 
00 
c 
c 
ca 
00 5 
.£ c 
I*«” 
< £ 
> 
a 
JC 
c 
a J T3 
0 
CO Wa 
© 
u. 
© a 
c J 
•C 
c 
>> CO 2 JC 
c a 5t 
§ < 8 co 
- w 
§5 
5 .5 
vi 
2 * 
© 
on t* *S 
00— js 
.. c ©• — 
co co ^ 
8 © -5 « 
1^8 I* 
fi. 60 00 C 
V « .5 2 
»> 2 C > 
© . C3 ^ 
JJ 41 ■£■ ^ 00 
“X P < O — r-J .§ 
u >> - e ■s «r c § 
P 5 c re 5 f ® y m > 
* a-p v r 
a p 5 j£ 
p i g.g*« 
so re 1 j£ 2P 
.E a'” e § 
«* 2£ 2 E * -= 
&>J I 5 
c « i 
Ilf 1^; 
^l3 f. 
1 3 =£ 8 2 
E g 3-g.i © • - o *w 3 
co T3 Jo r* co 
00 
263 
O 
M
ar
y
's
 
T
ea
ch
in
g
 
Jo
u
rn
al
 
C
la
ss
 
#9
 
" * <_ 
.S _ g o 
3> o 5 
2 =51-s.j 
1 i § I i -s § 
S 8S a % £ S3 -2 
c 
o 
00 
_ C 3 *?3 
CA | 1> 
C 
Q 3 P 
fN O “W 
2 
2 « — « 
«caS_i2ScS j 
«r 8 fij=] 8 > J «3S1 
c_£-b«o«i2>j5» Oc«*5>.-wc-- .> 
. er !ZT CO T3 V a m ‘u ^ 
>■* c/3 ^ Ll is E «5 i3 u .E cj 
1 
-c j>* 
O CA 
f i 
’o 00 
>** 
to o cn J3 
o -f; 5 J « 
c « 3 'O £ 3 
s | « a 
^ ^ o 2 * s 
“ « is | -o ' 
- =^2|2 S » “Sc1 3 i~ 75 C3 V) k. C , 
O' ^ ^2 ^ IS *5 *jS • 
w-a.8 
iii 
1 “ j 
2 2 -S 
« > c £ «> « 
2 “1 S s « V U) V) 
SJIS 
00 00 
e oo 
— T3 
“ 3 
^ cL 
■O 
o 
= -a 
o 
g 5 2 
C p‘Zn 4) o 
.2 15\2 
•0 0 3 
o o 
C/5 
o 
A 
a 
a j 00 *3 
< o 
3 
2 Q> 
^d! CQ 
O i2 
* s M-O 
5 * Qj g 
CJ S' 
Jd! 
.2 | 
If o 
^ i E « O JS v £ 
c «a 3 § 
Ol~ -5 
"S 60 tn jg.S 1 « 
^ 5 W 
a 
E E 
*£ S ^ 
c/3 
<N 
m 
2 - 
>* 
1 if iff 
• *A ®P C/3 
« 2 •£ g.^ JJ . > o o 
2 s S 15 5 
oo*5 ^ S w 
^ O *™* *o £ 
S2 . SS- 
|£^xs 
O 3 *3 5 SC 
£j I 3 M | g 
5! * 2 =§|l 1 
— te !9 5.^ — e 
>, . a a -Z >»c: • ~ cS g '1» fc c •= 
* c) E 
£ SO 3 
g '= 2 3- 
3 2-3 3 i -O a 
£ 3 3 .- C3 g -5 
ac — 
c =*fc 
« a 
HU 
Cfl b 
C8 
<fl 
y so 
« .5 
=2 E 
c o 5 o 
c E e 
i> s • — 3 00 > 
t's| £ g -2 e 
<u 
I 
(fl 
2 
10 i_ 
£| 60-5 
< O 
w. "O 2 g 
S § 
? '§• J ‘g tfl " •“ "3 
E « S o. 
« S « a g_ 
y m ■" co ■*• 
5 j 
s I 
i2 ~ go 2 
00 
*55 
0) 
cT S 
oo J= 
w *</3 2 w 
o a 3_ rt 
g I 
«1 
1 i> 5A CO 
o-e 2 
g a 
2 1 
:jj.2 
Si £ « 
c 
> 
5b 
- c 
o o 
s « 
i - « 
~ o 5. ~ y 
^ h &.E = 4 
CO -HL 
= 5.^3 ca 
t so r 3 
E 5? 
2 I 
8. 
ao 
J= .= 
ao c 
T3-S 
g2 
C Crt CJ > | c J* 2 
.*2 o c-(s 
c ■£ b o C - 
fc 6/5 8 - .^ >J 
Jig 
£ 8. 
CS CA 
'C — C O ^ g ’«n C3 Q..*= O GO , 0^5 
Q.—< Q. . 
2 cj 
r « 
friSJIs; 
o g 5 5- : 3 =ao E S £ S g C3 U U X - -3 ^ V: j; : H .e •: j; ; ? ^ ; i 
« 00 
CA CJ 55 o 
c > 
8.3 
o 
i 
.. 2 — 3 .. 4) g — a) 
v « ?= 8. Q. 
oo -S ~ g _ 
< O - « n 
oo 
ao c 3 3 
I "Si S 
« U . « 
3 c £*« 
! g |2 
- u» x *u 
• co w) u y J— 'A A 
alSM 
Oin loe 
264 
O 
M
ar
y
's
 
T
ea
ch
in
g
 
Jo
u
rn
al
 
C
la
ss
 
#1
2 
g*H£.2 
•5 o > 
3 * 2 
c fc 
S x S 
olall 
_ — SS ^ S 
ii^ = 3E“3 
u i »S | # 
= g-2j-tiS^ 
£ J £ .5 •£ 5 3 ?i 
»»> 
V) 
<S c 
p ao co ®p 
•£ c 60 *<o 
gl Sag 
= i « j I -g 
— 3 »- •£• Jo o w c 5 
a ° o 2 P * 
^ ■£ V q <q I— 
_ -r; bo-3 J“ 2 
e 9 c u> ° V '3 s> Q. o 
-.I! ! 111 
P! SO V J£ CO 00 > 
fj & 
- 8 •S.'a S 'I S S 
g»i i 
mi . ce <— c q o« « 
1.2? ° 3 3 sl 8 
1| 
<U 
— P 
= £ 
5 .£ 3 « 
.= os 
C is 
o c. <u 
a. 3 •«> 
Q. O c cs 3 l- w 
co 00 _ ji —« 
O « M? § J 
.2 1 o «* 
w M CS S 
111 &! 
8.E I g J 
J £ 2 &£ 
V P 
* - 
il 
*7? co 
c e 
S -2 
S 3 J g p 5: 
p p 
2 S. 
p #> 
’35 
e 
JJ .8 
taou 
^ U. CO 
1 g Ml 
f 5 r-a a-« 2 § 
Ml w 60_ 
•” <0 j- « 2-1- ab > U a 3 O 
•g § j •.? 
< g- - 
3 
O jr 
so 
3 
O 
w 5 — 
CO 
5! 
I 
5 H 
c.,2 
Mr 
3 
s 
sz 
£ 
* 
c c. 
3 Cl 
CO 
P 2 00 
3 
2 
-C 
p 
GO 
,i 
£ 
p 
3 
o 
'O > 
p 
E 
I o o 
jj | 
13 
E 
O 
>< 
P 
*£ S' 
I? 
“3 C 
2 i 
JO g 
j= o 1 o 
265 
O 
M
ar
y'
s 
T
ea
ch
in
g 
Jo
ur
na
l 
C
la
ss
 
#1
3 
a 
s 
Oi 
o 8 
ft 
g£ 
g| 
° e5 
bf a» > 
> 2 eg CC &0 
ss« 
— .2 2?'T3 
>t v> 3 £ 
4> on « to 
C 3 -S •£ 8 .2 s 
to ^«S 2 
0 e? O 60 
"wj 00 j2 § Sa * c 
» « 1 
£ u5r 
£ 
2? O *> 
'C m 
ui 
-• 2 _ 
S cr- «> C 
E J* 2- 8. 
CL <8 u. K 
o 50 w S 
« 2 5 u. 
» V O *s 
1) v c T3 c. tq t 
a> 
WJ 
D©~« 
C =*fe 
« y> 73 
0£ g ®S 
■o c •2 « JB 
S|3^“ 
•fi c c 60 3 u 
^ 'J 'J M OJ y 
^ c «5 
.g « k- « v 
* Jr ^jc £ S 
«9 2 c> g ?,3 >.§ “ 
.§ a. 8 1 -s Ji 
” i> -c w o — 
< A MuJOL 
Vi 
■B a ££ 
- g 5 J 
= S »» 
S s .5 .5 
■2 M 2 
3 
C5 
2 5 s. 
Of) o 
= 41 jj 
> ^ 2 C 
> -C g eg 
2 .2 
CA 
b 
« 
V) T3 fi 0 
§• o o 00 
O 2 
a 
O' 
■1|p|s 
£ -2 s 3 3 •- 
« n § » 
H c .5 
Z 2 '5 
g £ >,- 
|3|i5u 
ll- i § S 
t=-s i'S's 
7: > w U. rj 2 — "3 “> 5 
“ M § 5 ^ “■ 
^ B £ X ^ V 
r- CLu r j 
o> 
CA 
<s 
to M> 
e .S 
•8 to "8 «■ 
3 = 2^ 
g‘-5 1 S 
8 s 1 a 
c. 3 E § 
■3 8-2 S, 
o. « e 
c W 3 53 £>-•= = 
“00 
£ * .2 8 
o 
V S 
SJ -X 
* 8. 
■g K 
>> c 
to 
- »P « « 
w E a.J5 
"s -2 0 3 2 :2 £ © 
= C . 6? 
£ g || «) V 5 c .C c 
3 £ 2 g»fl 
> -S 8.1 5 
n 
266 
L
ui
s'
 
T
ea
ch
in
g 
Jo
ur
na
l 
C
la
ss
 
#2
 
8v ef oo > 
Tf | 
4) ~ O l_ 
e „ a ° o 
ta;5u!t 
i; ^ - O (5 
£ w -C — ^ ^ 
e oo" i =2 
E c S2 6 _ 
r g2 m® 
- 2 g c .2 
S? -n 2 <— 
re "« 
g ca 
5 -3 ‘C S 2 M 
£ § I -  ! J 
££ s si I 
Uj es CT" co C
2 c 
•C CA 
o « 
15 
" 8. 
a ca 
OJ M 
a 8. 
g 
3 
CJ 
*5. 
E _ 
GO 
a 
o 
c 
8.8 a g> 
5/1 c vr 
; •!gf 5 2«i, 
W5-S C u. 50 >» 3 
< O - <£ r?~5 f? 
tt 
<N ;* _ 
w : go oo 
.C £ c c i> : 2P 5 — S2 
2 sl?|3 
° *o « O -O ■8 S S 8 5 c 2 
= 5go^g 
"5 Tf £ IQ 
0> 
E 
tfl <y 
.1-8 
•5 5 
3 > 
i s 
cq E 
CO 
<N « —, ON ^ —i 
o v 
(/)'"* v> 
S> -T3 o 
co © 
£ -x co 
E.S? 
CO > ■ y C 
"> l- 4> 4) 
« 1_ JC £ 2i « > ■- 
SbS 
<C-o 
; e 
eo co 
a 8 « -g 
|“:C g 
a .s ° e 
w 0> t-r 
CO co CO 
VI *3 u u S oo 
Ji 8 e.s 
SSSi! 
/^* /*N 
<n m 
O' 
o 3 S 
a. , to«_ ® 2 •— .E <= ? "2 vi ^ is c 
' b * 5 
c _ V O B 2 
E 4 0 E 5. 8 
- ~ = - M = 
.. -j£ .2 .. >— c 
o e ca — o •- 
so xi 2 ^ —■ >. g — a 5 O 
= _, 5» c i 5 
O ^ J= e a U 3 2 2 § s 
<N 
« & 
U 3 O 
“S 
n 
•— «j 
3 (A 
u a 
* n u U 
w 
3 
-J 
a> 5 
41  
— a> 
4) 
5 CA 
<D 
OO 
- £ g»l C 3 2$ c “I 
r ‘ .E o o u o — 's ° 
•" a - 8.| I S 8. C «) nr 9--n «u a
3 >1 3 £? S <3 2 O^Oj2vi>c3u.a> UuJJjfl a. C O Q. Q. 
3 
a a 
•» -g i ' 
| & C2^ « 
Sog8-^*2i5j2§g 
S:^!=~-o^3.E2 . 
8 -5 -5 o g $■ h ^ -S '£ .3 
- E a> > oo c o 5 ~ «« •6® « w .5 •— .5 
N«®>«cS*ac >.•= « y ± 
-o ^ oo-s^o,5*""-c § = *o r V o 
c « « ° ^ S w*- £•> 
•£ *m _T? e#* f— —— Ti iV 5/3 ^ I|>._ - 
4» g -a v ^ O 4) 3 cL 
« =3 w "S 
c re « 2 &- 2u 2 c ? % 
= "■3 E ?> 
8|8 
|*| ?• i 
i § ta 
.e ■§ S s. = re — u .52 £ 
2 8. O. 
c 
a> u 
a.^2 2 « 
•v. —• !n 
= 00 
E § 
- «c 
a> w 
5 "g j= s H 5« 
13 
C 
i 
X 
V 
ffi 8 E 5 
■= « ^ = <D 
<D -- 
V)O 
0) 
J= 
O - 
4J 
CA 
« -8 " ^ .o O ^ . C/i /». 
5 2 ° I £ 
dr op 8 -c 
5 8 
3 n ‘2 3 o •= ■= 
^ V5 ^ CA CO 
b*. r 00 *-< ca a> 00 w « ffl 3 
< O — w pi o o' 
1 
CO 
If 
(N ON 
<L> 
CO c 
8 
n 
: S 
: w 
w>2 
= « 
O X5 
CA „ « « 
CA H 5 .-CA g> „ 
2 J “■ J J I oo-S •— 
< 0 ^ r? a 
EE 
oo 
c 
ca 00 
V) 
00 
w .E 
•J >% 
•5 *c 
§ ^ 
^ -O ^ V5 
5 1 
" § 8. 
o\& 3 O ^ x O •3 
m 
267 
O 
L
ui
s'
 
T
ea
ch
in
g 
Jo
ur
na
l 
C
la
ss
 
#4
 
■o 6 eg 
■3 — 
% 22 & 
> i1; 
c 
!= oo CO ^ ZJ .3 
3 U co 
E « E 
c " 
3 *— C CO • — 
'/j O 3 "g 
s S 
O' O z 
a 
Oi 
" -o 
22 
U J- -g 
g. SI g >> 
a a f g 
“JJ -2 
o > c 5 - flj « 
P t) £ £ a 4) P a 
•— oj ^ x 
— C 73 i) 
1/1 a> co 
s 
o 
a 
VI 
ft) 
CC 
a J 
« w 
oo o Q. 
I- I 
•* 
CO 1) 
Si SO _ 
< o 
CO OJ — — c c Q, 
u. rs W 
J= U c 
o u 
so 
S 
a 
00 
c 
*> — 
o 23 
5/5 UJ o 
. oo «— 2 C TJ 
w ri 5"r 
-iS to 
3U » 
2^ « 
2S cn .£ 
95 
ff) — 
Tf 
E 
« 2 
> CO 
.2 « 
> -5 8. 
CO CO 
2 5.2^ 
» S g. =? -S 
so-S „ “ 
< O — (N m 
V) 
BU^ 
C 
2 S 
o a 
2 u 
H 
3 
J 
un 
4> 
2 
a 
CJ 
c <U 
•c 
£ X o 
>> 
E 
OX) 
c 
— ■ '55 
© D 
_ a> 
C c 
«2 o 
i -* 
o 5 
B 8 * 
o U M 
— cn c E-.H o 
= — -a 
3 3 « 
“Si 
M 3 J 
cn 
< 
Z 
o 
o "a 
S'gJ 
c o ’ 
8.3£g 
E - ^ 
£ 8 
I „ 
2 2 -s «-s I i 
CO T* r- c 
*c £ 2? j? | *3 *> § 5 
3 3 2 
“2 4) 
:s s. 
-a ox)-s — r; u _ ca _ 
< O —■ U E 04 m v? .E rr 
C/D 
m 
CO 0) 
CO e 
a 
CO <u CO C 0) . 
Sb-I 
< o 
<N V-J <u 
• > 
: *3 : eo : ox) 
. o> 
&> > 
>> 
j* 
1” J - 
S «■* o 
u. c 
o 
u 
■a 
••3 
so 
~ _ 4) 
oo " > 
<N 
T3 
•7 5 j= 
00*^ OX) 
c > 3 
C 0) 
1 
T3 £ 
0) o OX) c 
•3 C D 
OX) __ C . 
‘2 J 
*si 
■s 
I 
i 
§ J a 
4) -S CO 
v X •«■ (Q • ■■ w 2 
-O > 2 o"^-3-o 
? g " - c 
'5 »> « C r 
tJ *- •— OX) -r- C 3 « o -5 = | a 
>0 eu S' 2 
«, = « C'^ C — i- 3 > U 3 V ^-s M CJ ^ 
CL r 4) 00 C8 ON 
-o o C W 
50 o OX) — C u- 
*5 “3 
a) co 
J E o ^ 
268 
o 
L
ui
s'
 
T
ea
ch
in
g 
Jo
ur
na
l 
C
la
ss
 
#6
 
s jd 
if. CJ 
3 
o (n
o 
re
sp
on
se
) 
s 
«/» 
3 
o (n
o 
re
sp
on
se
) 
r+> 
s JO 
5/) 4> 
3 
a I 
th
in
k 
1 
w
a
n
t 
to
 
e
x
pl
or
e 
w
a
ys
 
o
f 
fa
ci
lit
at
in
g 
re
a
di
ng
 
di
sc
us
si
on
 
to
 
in
cl
ud
e 
pa
rt
ic
ip
an
ts
. 
I 
o
bs
er
ve
d 
th
at
 
so
m
e
 
st
ud
en
ts
 
do
n’
t r
e
c
a
ll 
sa
yi
ng
 
sh
ou
ld
s 
-
 
th
ey
 
th
in
k 
pa
re
nt
s 
c
o
m
m
u
n
ic
at
ed
 
n
o
n
¬
 
v
e
rb
al
ly
 
(c
ul
tu
ra
lly
/et
hn
ica
lly
 
bi
as
ed
? 
A
fr
ic
an
 
A
m
er
ic
an
) 
O
th
er
 
ps
yc
ho
lo
gi
ca
l 
m
o
de
ls
? 
A
fr
ic
an
, 
A
si
an
, 
L
at
in
 
A
m
er
ic
an
? 
Fr
eu
d 
a
n
d 
Ju
ng
 
a
re
 
O
K
, b
ut
 
a
re
 
th
ey
 
e
n
o
u
gh
? 
Ju
ng
 
se
e
m
s 
to
 
be
 
m
o
re
 
u
n
iv
er
sa
l 
S
tu
de
nt
 
R
es
po
ns
es
 
1 
A
g
r
e
e
s
:
.
0
 
O
th
er
 
re
sp
on
se
s:
 
1) 
B
ei
ng
 
to
ld
 
I 
do
 
n
o
t 
kn
ow
 
m
y
s
e
lf
.1
 
2)
 
I 
di
dn
’t
 
re
m
e
m
be
r a
 
lo
t 
a
bo
ut
 
h
o
u
se
.1
 
3)
 
B
ei
ng
 
to
ld
 
w
o
m
e
n
 
w
e
re
 
ir
ra
ti
o
n
a
l.
1
 
Q
ue
st
io
n 
2 
R
ea
di
ng
 
di
sc
us
si
on
: 
I 
do
n’
t 
kn
ow
 
if
 
it 
is
 
th
e 
o
|x:
u-c
nd
cd
 
w
a
y 
1 
fa
ci
lit
at
e 
th
e 
di
sc
us
si
on
 
-
 
a 
fe
w
 
to
 
sp
ea
k 
o
r 
n
o
t 
re
a
di
ng
 
C/) 4# 
in 
S 
o 
a VJ 4) 
-w 
e 4# 
*D 
3 
55 A
g
r
e
e
s
:
.1
1
 
O
th
er
 
re
sp
on
se
s:
 
1) 
Pe
dr
o 
a
ff
ir
m
ed
 
m
e
..
..
l 
Q
ue
st
io
n 
1 
u
ra
pn
ic
 
re
pr
es
en
ta
tio
n 
o
l 
Fr
eu
d’
s 
ps
yc
h 
&
 
di
sc
us
si
on
 
a
bo
ut
 
su
pe
re
go
 
a
n
d 
e
x
pe
ri
en
tia
l 
e
x
e
rc
is
e 
to
 
se
e
 
th
ei
r o
w
n
 
‘1 
sh
ou
ld
’s
’ 
W
ee
k 
o 
o 
269 
L
ui
s'
 
T
ea
ch
in
g 
Jo
ur
na
l 
C
la
ss
 
#7
 
270 
O 
L
ui
s'
 
T
ea
ch
in
g 
Jo
ur
na
l 
C
la
ss
 
#9
 
271 O 
£m V) 
CJ (A 
« « 
H u 
w 
a 
V) 
O 
0( 
M> 3 
in O 
C B 
3 $ 
m * 
3 8® 
rv u ■“ 
M 
-f * 
in ‘O 
Is 
• « 
3 0 J§ 
a v « 
u 
£5-5 
IS £ 
4* V) 
3 E £ 
OT © 
Cft 
V 
(ft 
s 
o Qm 
(ft 
4> 
Ctf 
B 
o 
T3 
S 
s 
M 
" S » 
= - = 
o> ? 3 
(ft 
4) 
(ft 
B 
O 
CL 
(ft 
4* 
C/D 
•O ** 
2 eft 
.2 £ 
B w 
(ft 4> 
ill 
“ <n 
* 5 
•a 
g fi 
.2 y 
s =, I 
i §■* O O k- 
U ^ -r 
E §>! 1 2* 
§ -I. 3 „ TB :s , 
>“ *® b c 00 o 
. •■= y ~ '5b «J in 
cn e tn o 5r ~ >, 
y « 2 -= a 2 « 
>* !S •S i Ctn i 
■= >, 
*2 f 
III 2? = 
| 5 
= % .5 .8 1 
5 
2 
s 
X5 
>» c 
o = 
S'S 
a o 
o w 
I2! ast.j- ocS ^ jo ^ j2 ^ 
< O — o (N — C*1 
"8 m- 
'E is c 
.O QO 
i 
JJ 
3 
M £ 
•g E 
S 8 
■o I 
x> Z 
3 ^ 
CS TT 
4) 
Cft 
2 
a) 
x 
y 
BO 
c 
J 
a 
s 
u 
s 
o 
■-S 
BO N 
y 
BO 
-o 
_y 
I 
>% 
E 
o 
o 
g 
*n 
4> ^ 
* ^ 
o JZ 
z 
™ -a 
S 
cn 
<s 
oft .. O (ft 
eft C 
Is 
OT 
C 
•8 
c 
© 
■g 
8. 
5 eft 
j= *o 
OT - 
Q ~ 3 (ft c 
J— Cft 
_s 
a> -g 
M^l 
4) u. is 
© jz t_ _ 
E OT 
C 
4> X5 w 
S'* 
h I a - ^ 3 i; 
_ u _ _ _ *■* 
y * 
2 -3 
0) S 
_ 
.E vo 
4) 
1 
£ 
<u •— 
1-8 
8.3 
OT — 
L 
a> 2 
flj 4) 
j= E 
4) OT (ft 
4) 4) 
00 E 
5 
5 
JC 
2 
w c 
00 o 
J'tj 
00 E 
y 8 
4> 'o 
I ?.s 
|ll BO 
| i'|J 
s -S SJ 
£ g J2 - 
Si s S'S c « M .2 
5 S Ji -c < OT w 4> 
fl C/5 
jj C/5 
a « 
w n 
H u 
U) 
~m 
M 
o 
CC 
w> 
a 
3 
in e 
s 1- 
^ u 
«• V 
« O 
t* s 
3 0® 
rv w 
in 
in *5 
5 ® 
- W 
o ® 
W *® 
«< ff — (ft 
I S3 
0 i 
4/ (ft S 
3 S £ 
O' T o 
a 
(ft 
s 
o 
Cm 
(A 
B 
4/ 
•o 
3 
C/D 
*3 
4> 
B 
2 (« 
T * 
0^3 
o 
CL 
(ft 
4> 
DC 
•3 
3 
a? 
•3 v> 4> (ft 
MM <J 
(ft 4/ 
3 — O 
O .3 
— « 
•= in 
ns. i “ O . -a 
n£ = -I 
| s i,r g ? 
-ac OT OS 4) 
2 S’-5 - OO u 0=5 
^•2 EE2.S 4> O W O 3 4J 
Z J££o5 
) 
OT O 3 
.5^2 
s.= - c § o 
1 = 3§SS°« OO 
Cft 
- -2 ^ W 
4>"0 0 I—I ^ — s M CSO-MOD-a Om,£mEi2«u 
c E 
y B 
E JE 
Wn 
3 fft 4) C fc#v 
> Tt > C 00 
Q M-** ■" .5 
« I" ® -2 "o — 
h- y o "o c. S 
a ot 
c .E 
S. to 
cft C 
.. o' -5 
S u- o 
y y ^ 
00^ 
s 
<N "g 
Jo 
y y 
2 
00 
oo 
CO < 
0 
?! 
JG ■i j~ 
3 0 y 
u 3 w 
£ 
£ 
% M 
Q- *3 
»-" Ss"5 
< O - » 8 C? £ 
8. 
o 
UO - M _ 'f 
Cft 4> 
4> G 
V 4> Q. Cft 
T3 
4> 
S3 1 € S. 
§ -3 i E 3 
ll g»I - 
(v n 3 c S c 
c“ 111 
tO W ^ ^ ^ *Q ^ 
< O — rt m m ‘ 
2 -MSS "3 
m I •» « * 
£ 
> 
4) 
-o 
3 
co‘ *2 
W OT 
'•= (ft “1 
* s 
>» -C 
II 
y y 
-T is >0 l5 
c 
00 4) 4) C - * OT rt» 
3 *— 2 JJ 
n c y t 
OT 5T 
— I«E 
S f l O m 
•s 2, 5 0= « 
— -3 ^ -S 
g. 
C i ■- 2 ■« 
— m d c v 
— : : y> C. 
ri 
272 
O 
Vi 
ej Vi 
as « 
£© 
u 
a 
5/J 
o 
06 
w 
M 
§ 2 
Iff 
© 
3 
O' 8- 
<n ■? 
e e 
5 t 
** 5 
s O 
O ? 
•> £ 
**> u O .2? 
Is! 
7) i 
© iff 
a e i 
rv — ^ 
v> 
s 
© 
flu 
Iff 
© 
0* 
© 
-o 
3 
35 
^ -5 
3 
C +* 
o ” 
1/i 
m 
o i ± 
«ff es 
41 
V) 
C 
© 
CL 
iff 
© 
oc 
G 
© 
*3 
3 
55 
— M 
M 
2 .2 
s « 
T3 — 
3 3 
— © O * JO 
© 
iff a 
-a tff 
o?5 
"3 >* 
§■ §>-° 8 5 £ 
00 
JJ 
c 
•^ - .s i ^ 
2-2 l5lf« 
C g U C > o w 
5 T3 > Q.- X 
C c? Q. C g. 
3 _ 
t s r a u 
8 | 
2 — T3 
«SJ § 2 0 
»-* © > 
JS ■£ 
8 s 
— © 
"O *> 
_© 5 
p*j *- 
II 
— .2 4) ^ 
3 — ■« .-o ig 
£ o E 
5 » O }| > u 
« X 8 « ^ 1 
2 §■« 5 = E? 
c a o w rt u 
oo 
© c 
00 
c a 
JS 
© 
12 
_c 
C 
'3 
l_ 
o 
5 
CO 
C 
© 
CO 
3 
O 
!g 
"3 
© 
o 
CO 
oo 
"3 
JS 
oo 
y> i © 
JO •c 5 
3 
© 
’2 
>— C/3 « © CO cs 
O £ 
C -o 
.. © -S iff > O 
<1 il£* 
© t- 3 ^ g>|o£ 
< O ~ <n 
_ © _ 
—• JS 
«■* 
is 
■§ o 
8 ® 
ill J5 >*i«! 
- - ' ■ «|2Xm 
'? iHs 
- a 
Iff 3 
© w 
.2 2 V 
y © 
Sc” 
oo.2 22 
u is S u 
Off 
*•3 
■s 3 JS 
°°rr> 
“ ® c J 
C3 © © m I8?S 
O 
c 
>> 
3 
8. 
5 
§ 
in 5 O © 
CO C 
l| 
Iff u. 
© 3 
© t- e 
a j* tS 
oo -5 *“* 
< O - 
noo g 
£ 
© | ^ 
-I (S 
© 
Iff 
c 
8. iff 
© 
00 
■s a a 
3as 
ii“s-« 
= “■ c „„ X 
V 
5 
2 .2 
£ ca 
CQ C 
c s O 5 s •* ® O 
q £ « £ ^ g-QS -a ~ 
<2 h « “ # 
5 « jz .£ u 
(S Q-m t ^ iq g ^ 
O 
c 
£ 
4) _,- 
*f 
o © 
2 3 
.£ o 
u co © S3 
"3 cq 
>» 
E 
© 
— -a 
^ 04 
c ^ S « jg S J 2 
> « ^ > 
^ -a © ^ 
c 2.^ 
oo © a* on 
u 'o CO > 
^-©O^Oo 
- S 2 g 2 O 
= « ,S c 4, .£ 
g**3 *^.S ■€ e § 
•y-X"3o-£X^i 
ir ; C cE-n C 
>»S-CjJ--03U 
s » S 5 3 i » £ 
273 n 
W
ee
k 
Q
ue
st
io
n 
I 
S
tu
de
nt
 
R
es
po
ns
es
 
Q
ue
st
io
n 
2 
S
tu
de
nt
 
R
es
po
ns
es
 
Q
ue
st
io
n 
3 
Q
ue
st
io
n 
4 
Q
ue
st
io
n 
5 
-
w
ha
t 
s
tu
de
nt
s 
li
ke
 
-
w
ha
t 
s
tu
de
nt
s 
li
ke
 
-
In
st
ru
ct
o
r’
s 
-
c
o
n
c
e
rn
s
 
-
c
o
n
c
e
rn
s
 
 
l>
ts
t 
a
bo
ut
 
c
la
ss
 
 
le
as
t 
o
w
n
 
In
si
gh
ts
 
a
bo
ut
 
In
dl
vs
 
a
bo
ut
 
gr
ou
p 
03 3 
u £ £ - c 
JZ ~ 03 — £ 
O O -43 W 
Vi 
•d 
o 
- w ^ 03 - ^ 
03 ^ w • — 
00 WJ , C t 13 ® « “S_ 
c ~ — co cLj£ x: v “■ 
« g s w - '5 s -*■ i 
I = i * § 5 -g I* § 
uaiascDitatci 
oc 
o 
111 
00 « M 
CO 
ha 
.O 
»-.Sguc 
q. « g» j .§ a 
« ^ qp-i a « 
aS E .tS 
03 y 
*2 § ■c 5 
>. 
1 E - « js « 
■S 8 o-l-J'51 .s- 
•=•2— _ 4> t: -o « 
3 i S|11?§1 I 
gc « - ?"» -l: -3 n 
H = 2 = a a ~q m a 
— aj _ 
_ £..* "S
ra u £ 3 s 
ll > S VI o 
< 
z 
— <S 
00 -3 
.5 c 
09 2 ' = di 09 C 
« (0 4) 
*= L. 'Z ■8 | 
eo - 
3 2 
— St 
8* 
"O 00 
03 C 
"O 
c CO 
8. 
u 
6n 
V 
OS 
« *. a .8 g a £ « c f— 
oo-S ~ 
< o - 
Jal 
2 «T3 
“ o it 
O “g 
a ~ * E n  
I 
SJ ». Ol . jC* 
- E 
oo « -S 
2 | ■? 
M 3 - 
C «« S __ 
.« 03 kM __ 
>> « -a st « £5c» 3 
“ C « "9 
. C o C —. 
W O U O 
on
*8 
03 
-a 
*53 
C/3 
W« 
- ^ 
|1 
II 
cn w 6/5 03 ta 
2-S 
-§ in 
3 
o 
>1 
c 
1 ■- vi cz on c. 
c E 
IE 6 
—- CJ 
03 
E o 
o 
8. 5 j= 
3 
z 
<N m s 
§ 4> 
CM <N 
U 
U 
«S J3 
•o 
o 
<2 
e 
u 
. . aa 
3 c 
2 £ 
oc\I 
< - 
C/5 
03 
> 03 O. _ . 
*a ST3 S <13 -T3 « 
J= -S C 3 3 w « u 
do g *"3 
03 C ^ 00*C 
~ 5 2 5 o 
^ S = -7 o ^ 
■o 
a. 43 
•c r: 
a 
>» 
E 
2 >,"8 — 
V « 
Q. n 6 8 
s 
00 
e w 2 2 5 
■3 « > 15 _ O 
CO c 3 C 68 
S i Jf 2.S g 
^ S* i*'g 
2P<n 
c 
c 
2 8 ^ ■g-Si 
C3 "* 
03 Q m i2 u «0 /—n 03 C3 V> 
C 03 
s S» 
^ “|S 
3 /-< 
vp o r» 
s ^ 
£ = 
03 
c 
i 
I 
ah •— 
— 00 U 
ert « 5 
03 3 
•5 MCj 
• - C ^ > ?3 3 
5 i a 
43 a U .. 
O £ >- ^ 
tai 
C3 
03 
•c 
2 
03 
-3 
2 
Vi
s: 
CO 
§•2 >*« jJ _ ra •“ 
* s = c 
u) W 3 C3 
•„ 3 U 
* -E O 2 
y ») u. C 
2 £. s 3 
g I 
«oo- 
C. 3 oo 
« ^ £ 
ill 
S - -o 
—. C3 C 
^ U C •— V) 
C3.^ S M g S 
to _ 
^ 00 ^ 
s .= a 
so u> 
— (0 
(J CO 
SB « 
£u 
CO 
SB 
co 
O 
OS 
«« 3 
w O 
IS “ 
“ S 3 « s r 
s ° S 
0» V « 
in •O 
5 -5 
3 • 
• g 
S § o 
0» ¥ 
"* 8 «i ff CO 
I 
tS i 
43 CO 
= E £ 
07 o 
Cff 
S 
o 
CL 
CO 
43 
-O 
3 
w 
CO 
fi M 43 
^ T3 3 
3 ^ * 
o ? ± 
Cfl 
3 O Q- 
c/) 43 oc 
a 43 ■o 3 
o5 
43 
— cr V C^ C5 
S CJ 4/ T3 a S 3 
8 O O ea 
c^ 4/ 
a 
a 
— 
• b
es
t 
>» 00 ha 
03 w 
g " « 
4) ■§)_« ■s 2 u 
Cl_ ?►* 
1)3“ 
o > 2 
US 2 u 
i= o 
O 31 CO U. 
>> 
l»g 03 13 h c 
^ > *-3 
c 
03 
•p 3 
03 
fc C 
03 03 
_ _ (fl S 
O »> 4, 
= g ^5 00 
o — E 
P _ 4) 
i se 
in 
>v-2 ■° .£• c ■o « — 
oo £i .£ c 
2 a. « 
o eo 
2 2 8 E -3 ^ « 
C/3 &Q X) 03 3 ±: CJ 
03 “3 
s g 
Vi 
E 
03 
"O > 
00. 
= E 5 
'2 T" wi >i cn 
< 
z 
•s E 
i ^ 2 
ts a i g 
s jt « 8- 
52 a 43 «a ^ 
~ gp OOW- 
e C O oo.r — - 
cti ^ .£ ■§ 5 ^ 5 
£• 
oo w y Xf ^ > 
< O ^ Q"T 03 
_03 
c .9- 
° g 00 ~ 
= oL 
C 43 
S W3 E c 
E ‘3 
8. 
o 
m 
V9 
03 
c 
& 
C/) 
43 
a: 
La 
03 sz 
18 m 
S 
J 
$ ■o "S l! OO 
o 
m 
03 
c 
? 
OO W 
< o 
03 
00 § 
^ I g- « .= s; 
^ y co 2 c 
—• cq N 5 f*1 
CO 
Vi 
8 o 
S. b X 13 - 
I? 
§ I 
CJ 03 
1! 
T3 
5 CC Q_ 
L-) CO 
^ 5 
T3 _ 
i 8L 
^ 2 
- o 
w >. — 
c a 
4» CT 
"3 ■« =: > 
« -2 S 
c =-w ■“ 
J = 
^ E 
OO 4> 
s ■£ 
£ -3 
Q 03 
1 -5 
U 
c 
C 
CL 
03 
o 274 
9> 
e V) 3 ■3 “ j c •o a 60 M £ 
« 2 S •“ cn C .S c e « qo 
Q
ue
st
io
n 
-
c
o
n
c
e
rn
 
a
bo
ut
 
e
i 
K
ee
p 
th
e 
c
ha
lle
ng
e;
 
m
a
ke
 
su
re
 
fu
n 
to
ol
 
Q
ue
st
io
n 
•
c
o
n
c
e
rn
 
a
bo
ut
 
e
i 
N
o.
 
its
 
go
 
w
e
ll.
 
E
ve
 
th
os
e 
ha
vi
 
di
ff
ic
ul
tie
s 
o
v
e
rc
o
m
in
 
o
bs
ta
cl
es
 
to to to Q. U ■* 2 
-r ± *7? 95 
eo ~ ^ hft_ to -3 •c ^ .3 
Q
ue
st
io
n 
-
c
o
n
c
e
rn
 
a
bo
ut
 
In
 
K
ee
p 
m
y 
e 
o
n
 
th
e 
pr
o]
 
o
f e
a
c
h 
a
m
 
e
v
e
ry
 
o
n
e
 
Q
ue
st
io
n 
-
c
o
n
c
e
rn
: 
a
bo
ut
 
In
 
G
iv
e 
e
x
tr
a 
to
 
th
os
e 
in
 
c
o
n
fl
ic
t. 
E
m
po
w
er
 
t 
st
ud
en
ts
 
to
 
a
c
hi
ev
e 
th
e 
go
al
s 
co £ 
t*> V — 
o « 
g U £ 
.2 3 — 
— !_ 
! eo <  
e o S 
•S 22 .. o 3 0) --S c e _ w 
- .5 - Q O « 
— J2 -c 1 ® — U 
S - Z » 2 &<- 
= O S' c 
<0 » 
f *3 
e « 
s to 
1 S2 
— L 
5 1 E 3 ca 
r 
o o *r 
CL w >v 
E 2 ^ 
•— O c 
Q
ue
s 
-
In
st
 
o
w
n
 ? S ! 8 f -S s 
^ a -C c £ £ 3 H > U 3 — w -C Q
ue
s 
•
In
st
 
o
w
n
 > W V — I > 93 TD «3 
2 : = •§ 
— to > 
* 
to 41 
to 
s (N
/A
) 
an
d 
se
s 
1 1 
t f
in
d 
1 
P 
1 
to 
4* 
V) 
B (N
/A
) 
e
r 
1 
15 
s 
u 
3 
O 
o 
CL 
to 
4> 
Q* 
S -8 "! « ■§ I I 
1 _§ 8 § a oof 
£.« u O u»? = 
"a 
s 
tm 
3 
o 
O 
CL 
to 4) 
DC 
CO *g 
« es 
e a 
&M c 
« 
“3 c ^r. o g g«g^ •“S S 
A
gr
ee
s:
 
O
th
er
 
R
e 
1) 
W
he
n 
di
dn
’t 
lis
 
G ^ 
Is c« 
T3 
a 
CO A
gr
ee
: 
O
th
er
 
1) 
R
ea
 
th
en
 
d 
2)
 
W
h 
lis
te
ns
 
3)
 
W
h 
th
e 
sy
l 
4)
 
W
h 
di
dn
’t 
li
in
g
 
s
 
#
7
 4» 
-a 
a 
CO CJ 1/5 tj to 
a « a a 
£0 
4* 
£5 £ 
to 
a 
JO 9) 
a s « s to 
o 
N «> 
8. 
I 
to 
o ^ *D 
OJ 3 
8 - 
os 
S 
B ■** 
e “ 
Q
ue
stl
 
-
w
ha
t 
le
as
t tT 
c 
Z Q
ue
stl
 
•
w
ha
t 
le
as
t 
1 
VO «0 Tj- <N f> VO to c* 91 4* to 4* = i >> 
to 
c 
— <U 
*3 .C 9) B § ! e 
o 
CL 
to 4* 
B | 
c a) y 
si > £ § 1 
C .£ 8 3 b a 
8. oo g <2 > — 
O 
CL 
to 4> 
» « S <£ 
£ £ -2 ^ 
§ g 8. i 
n. 1/1 co 
50 C __ 1_ 4J -3 V) 00 M CS 
S
tu
de
nt
 
A
gr
ee
s:
 
O
th
er
 
R
e 
1)
 
W
or
ki
 
gr
ou
ps
 
2)
 
W
he
n 
gr
ad
es
 
fo
 
3)
 
W
he
n 
lis
te
ns
 
a
n
 
re
sp
on
ds
 
S
tu
de
nt
 
A
gr
ee
s:
 
O
th
er
 
R
e 
1) 
Sh
ar
in
 
o
pt
io
ns
 
2)
 
W
he
n 
a
ff
irm
ed
 
3)
 
W
he
n 
o
pi
ni
on
 
4/ flj y x 4» 
p: a; > j= * — >> 
*" 
to £ § 5 i_ ■§ -o -s •" 9) to C 
to £ 
B *W 
__ c 
a a 
■sj 2 o £ § ^ 
c V3 eo ^ SJ *3 
! s -£ i | 2 * 
« — = -C *5 60 
to a MB 
B W 
_ 41 
-o ~ 
a s 
3 
j= >5 
CC 00 
5 5 B ^ O 
- C -C - * c —; B f O c £ 
o <" s S « as * « _ “ £ o “ X! “* 
— a C“2 — *5 :5 s ^ • — « 60 -3 
— o> 
Q
ue
s 
-
w
ha
 
be
st
 
j; « ^ = | 5 = i 
u: S .= * S) s 2 y Q
ue
s 
-
w
ha
 
be
st
 E 3 jE 
cr: 2 
( j* 
4/ 
V j SC 41 " 
£ £ 
n 
275 
K
os
a'
s 
T
ea
ch
in
g 
Jo
ur
na
l 
C
la
ss
 
#8
 
Q
ue
st
io
n 
5 
-
c
o
n
c
e
rn
s
 
a
bo
ut
 
e
ro
u
n
 
N
o,
 
its
 
a
 
gr
ea
t 
gr
ou
p.
 
W
on
de
rf
ul
 
di
ve
rs
ity
 
a
n
d 
it’
s 
fu
n 
to
 
se
e
 
th
em
 
br
ea
k 
do
w
n 
ba
rr
ie
rs
. 
Q
ue
st
io
n 
5 
-
c
o
c
n
e
rn
s
 
a
bo
ut
 
e
rn
u
n
 
L 
N
o,
 
th
ey
’r
e 
do
in
g 
gr
ea
t! 
Q
ue
st
io
n 
4 
-
c
o
n
c
e
rn
s
 
a
bo
ut
 
In
di
vs
 
Ju
st
 
ke
ep
 
w
a
tc
hi
ng
 
th
ei
r 
pr
og
re
ss
 
Q
ue
st
io
n 
4 
-
c
o
c
n
e
rn
s
 
a
bo
ut
 
in
di
vs
 
N
o,
 
e
v
e
ry
on
e 
is
 
o
n
 
tr
ac
k 
Q
ue
st
io
n 
3 
•
In
st
ru
ct
o
r’
s 
o
w
n
 
in
si
gh
ts
 
H
ow
 
gr
ea
t 
it 
w
a
s 
to
 
se
e
 
st
ud
en
ts
 
be
co
m
e 
m
e
n
to
rs
 
to
 
o
th
er
 
st
ud
en
ts
 
du
rin
g 
c
la
ss
 
Q
ue
st
io
n 
3 
-
In
st
ru
ct
o
r’
s 
o
w
n
 
in
si
gh
ts
 
H
ow
 
im
po
rt
an
t 
it 
is
 
to
 
ha
ve
 
st
ud
en
ts
 
o
pe
n 
u
p 
to
 
th
ei
r 
o
w
n
 
fe
el
in
gs
 
a
n
d 
c
la
ri
fy
 
th
ei
r 
th
in
ki
ng
 
pr
oc
es
s 
S
tu
de
nt
 
R
es
po
ns
es
 
A
gr
ee
s:
 
(N
/A
) 
O
th
er
 
R
es
po
ns
es
: 
l) 
T
he
 
gr
ou
p 
di
sc
us
si
on
. 
M
y 
pe
er
 
w
a
s 
n
o
t 
in
 
lin
e 
w
ith
 
th
e 
pu
rp
os
e 
o
f 
th
e 
di
sc
us
si
on
 
1 
lii
ng
 
Jo
ur
na
l 
s 
#9
 
S
tu
de
nt
 
R
es
po
ns
es
 
A
gr
ee
s:
 
(N
/A
) 
O
th
er
 
R
es
po
ns
es
: 
1) 
W
he
n 
I 
di
dn
’t
 
ge
t 
e
n
o
u
gh
 
fe
ed
ba
ck
 
o
n
 
m
y 
pr
ob
le
m
. 
W
e 
fo
cu
se
d 
o
n
 
he
rs
. 
R
os
a'
s 
T
ea
cl
 
C
la
s 
Q
ue
st
io
n 
2 
-
w
ha
t 
s
tu
de
nt
s 
li
ke
 
le
as
t 
N
on
e,
 
I 
ho
pe
 
Q
ue
st
io
n 
2 
-
w
ha
t 
s
tu
de
nt
s 
li
ke
 
le
as
t 
N
on
e,
 
I 
ho
pe
 
S
tu
de
nt
 
R
es
po
ns
es
 
A
gr
ee
s:
 
0 
O
th
er
 
R
es
po
ns
es
: 
1) 
W
or
ki
ng
 
in
 
gr
ou
p 
2 
(N
ote
: o
n
ly
 
3 
re
sp
on
se
s) 
S
tu
de
nt
 
R
es
po
ns
es
 
A
gr
ee
s:
 
7 
O
th
er
 
re
sp
on
se
s:
 
1) 
I 
fe
lt 
I 
c
o
n
tr
ib
ut
ed
 
a
n
d 
he
ar
d 
so
m
e
 
go
od
 
c
o
m
m
e
n
ts
 
1 
Q
ue
st
io
n 
1 
-
w
ha
t 
s
tu
de
nt
s 
li
ke
 
be
st
 
a
bo
ut
 
c
la
ss
 
W
he
n 
st
ud
en
ts
 
le
ar
ne
d 
w
ha
t 
w
a
s 
th
e 
re
a
l 
pr
ob
le
m
 
be
hi
nd
 
th
e 
pr
ob
le
m
 
th
ey
 
de
sc
ri
be
d 
Q
ue
st
io
n 
1 
-
w
ha
t 
s
tu
de
nt
s 
li
ke
 
be
st
 
a
bo
ut
 
c
la
ss
 
A
ns
w
er
in
g 
‘
W
hy
?’
 
to
 
th
ei
r 
pr
ob
le
m
 
st
at
em
en
t 
so
 
th
ey
 
c
o
u
ld
 
ge
t c
lo
se
r 
to
 
th
ei
r 
o
w
n
 
fe
el
in
gs
 
a
n
d 
c
la
ri
fy
 
th
ei
r 
th
in
ki
ng
 
pr
oc
es
s 
JC 
V 
00 4* 
£ £ 
n 
276 
R
os
a’
s 
T
ea
ch
in
g 
Jo
u
rn
al
 
C
la
ss
 
#1
1 
Q
ue
st
io
n 
5 
-
c
o
n
c
e
rn
s
 
a
bo
ut
 
v
rn
u
n
 L 
N
o,
 
th
ey
 
a
re
 
do
in
g 
gr
ea
t 
a 3 
v> © 
e £ u 
IS s - 
s s J 
O' V ■ 
Q
ue
st
io
n 
4 
-
c
o
n
c
e
rn
s
 
a
bo
ut
 
In
dl
vs
 
N
ot
 
re
a
lly
 
Q
ue
st
io
n 
4 
•
c
o
n
c
e
rn
s
 
a
bo
ut
 
in
dl
vs
 
Q
ue
st
io
n 
3 
-
In
st
ru
c
to
r'
s 
o
w
n
 
In
si
gh
ts
 
H
ow
 
st
ud
en
ts
 
ga
in
 
a
 
lo
t 
o
f 
e
n
e
rg
y 
fr
om
 
e
a
c
h 
o
th
er
 
a
n
d 
ho
w
 
th
ey
 
a
re
 
ga
in
in
g 
m
o
re
 
se
lf
 
c
o
n
fi
de
nc
e 
fr
om
 
th
in
ki
ng
 
m
o
re
 
c
le
ar
ly
 
Q
ue
st
io
n 
3 
-
In
st
ru
ct
o
r’
s 
o
w
n
 
In
si
gh
ts
 
L 
S
tu
de
nt
 
R
es
po
ns
es
 
A
gr
ee
s:
 
N
/A
 
O
th
er
 
R
es
po
ns
es
: 
1) 
W
he
n 
m
y 
a
n
sw
e
r 
w
a
s 
in
co
rr
ec
t 
a
n
d 
n
o
t 
u
se
d 
1 
2)
 
I 
fe
el
 
c
o
n
fu
se
d 
by
 
th
e 
pa
pe
r d
ue
 
n
e
x
t 
w
e
e
k 
1 
3)
 
W
he
n 
th
e 
te
ac
he
r p
ai
d 
n
o
 
a
tt
en
tio
n 
to
 
m
e
 
1 
tii
ng
 
Jo
ur
na
l 
i 
#
1
2
 
S
tu
de
nt
 
R
es
po
ns
es
 
M £ “———i 
Q
ue
st
io
n 
2 
-
w
ha
t 
s
tu
de
nt
s 
li
ke
 
le
as
t 
N
on
e,
 
1 
ho
pe
 
R
os
a'
s 
Te
a<
 
C
la
s 
Q
ue
st
io
n 
2 
-
w
ha
t 
s
tu
de
nt
s 
li
ke
 
le
as
t 
S
tu
de
nt
 
R
es
po
ns
es
 
A
gr
ee
s:
 
5 
O
th
er
 
R
es
po
ns
es
: 
1) 
Sh
ar
in
g 
2 
2)
 
W
he
n 
pe
op
le
 
he
lp
ed
 
m
e
 
w
ith
 
m
y 
pr
ob
le
m
 
3 
3)
 
T
he
 
7 
st
ep
s 
to
 
go
od
 
lis
te
ni
ng
 
1 
4)
 
W
he
n 
w
e
 
to
ok
 
th
e 
lim
e 
to
 
m
e
di
ta
te
 
1 
5)
 
W
he
n 
I 
re
c
e
iv
ed
 
fe
ed
ba
ck
 
th
at
 
I 
w
a
s 
a
 
gr
ea
t 
th
in
ke
r 
-
 
a
 
ph
ilo
so
ph
er
 
1 
S
tu
de
nt
 
R
es
po
ns
es
 
Q
ue
st
io
n 
1 
•
w
ha
t 
s
tu
de
nt
s 
li
ke
 
be
st
 
a
bo
ut
 
c
la
ss
 
H
av
in
g 
st
ud
en
ts
 
re
a
liz
e 
ho
w
 
m
u
c
h 
th
ey
 
c
a
n
 
do
 
to
 
o
v
e
rc
o
m
e
 
n
e
ga
tiv
ity
 
a
n
d 
bl
oc
ks
 
th
at
 
ge
t 
in
 
th
e 
w
a
y 
o
f 
th
in
ki
ng
 
c
le
ar
ly
 
Q
ue
st
io
n 
1 
-
w
ha
t 
s
tu
de
nt
s 
li
ke
 
be
st
 
a
bo
ut
 
c
la
ss
 
I 
* 4* 44 
%> 
£ £ 
— D. 
w) = 
(_ 00 
g $ II A C/J 
.2 5 
£ i _ 
9 "o <« 
s o-a 
ta -S..S 
< 
2 
o 
c 
c 
<u 
3j u 9 Ua r* O 
^O-j? 
8. 
o 
n r<v VO 
•o V 
i 
c 
8. 
Crt O Qi CA 
O W- O 1> 
ob£ 
< O 
| GO c o 
_2 
U & 
=3 -O 
o « 
ut£ 
S _ o 
S -C S' 
CA QO o 
c *c > CG O) 
IlSI 
c 
o 
-C 
2: 
2 
8.^ 
2.1 
O “ 
GO C 
C C iS 13 
I j! • 11 -§ 
<5^ lo 94 *5 
rt ji? s 8 
« i_ o 
3 <_ 
o o 
GO 5/5 
-M 
J E 
“ E 
S' 5 
V 
GO 
C 
•e 
s 
o ■5 a 3 O 
§ c 
3 I C/D u- 
O 
CQ 
u 
’S 
1-3 
3 | V- on 
O -C 
3 w -5 
s a 
2 i 
o c 
* i 
« 
<N 
277 
O 
o 
fig 
f*5 
s ^ 
g « 
HU 
CO 
05 
CO 
V) 
(0 
Is 
*> 5 
s © 
rv « 
w XI 
c e £ 
5 s 
« % 
*» 5 
A 2 -a 
4/1 «0 ** 
^ u 
o « 
c *■* CO 
r «-» s £ 3 — 
— b V) — 4* V) 
3 3 £ 
o 
•3 
CO 
u 
fS 
o * ± 
c V) 
s 
o 
cu 
<u 
"3 
CO 
3 3 
O <" J 3 
(n a 
a — <o 
o* Z 
* -a 
o o 
r & 
_. § o J § j «11 a-s 
^ cS ^ 50 ^3 4> 73 o — u 2. 
w y 5/5 £ T ><1 
.:s .e r- ao > u 
U a | o „ 
X C3 w C — 
QJ &) 00.5 J>4 
8. 
C o 4> .— 
“O CO 
O 
2 
CO Q 
CO 
C | 
CO 
1.1 
-a co 3 V) 
— 0> 
CO CO 
O v) 
2 2 
U qi 
C3 ui. 
— 2 
&0 
= a 
•= o 
_2 -= 
1 |> 
i2 n aj 
5 3 « ■© Z >. 
2? “ 
:o c? *5 
m 
278 
o 
279 
O 
UO: 
S 
(J w 
es « 
« U 
«« 
B 
JS 
-T « 
§ s o u 
3 *» 
in w 
v B 
a O 
n « 
a 
e A 
o u 3 « " 
«n u ► 
«* E “ 
a © 3! 
O V 2 
»*» u 
O .2 
I S2 
m i 
«* in 
a b * 
D^T o 
in &> 
in 
B 
e 
a. 
in 
a 
55 
2 
5 - 
2 ± 
in O 
?! a 
a ? " 
o 
Z 
00 
8.S 
* 8 
C ■“ 
■S 2*>» 
2 S 3 
« o 3 
£ii O o -o 
J 
S s 
so O 
C/J C X § *o « W V 
at 8. 
=2.8 S 
UH- 
44 tf) 
s 
o 
CL 
V) 44 
DC 
CO 
o> 
-o 
x s 
o " 
w ^ ^3 
"JS 
? 2 
■ V c« 
C 
I 
C/3 
44 
.. qL 
C/3 ^ 
<U U. 
i s 00 ~ 
< o 
CM 
44 c 
X 44 O T3 ca 
CO 8 CO c co 
So T3 
*o 
f-S 
8 E 
—. w 
(A 
c 5 s w 3 
s-s 1 ^ 
^•Ss! 
$> * i3 *4 2 
O 60 
o • .5 
—* *5 
q v 2 ± ~ g o 
S|= 
< Q — cm y o m 
i2 -c 
iH 
X V3 
J M »Q 
u 
a 
6-1 
= o 
.2 5 
73 . — 
3 
y ^ 
'A ^ 
5 2 
m 
sc 
S Tf 
£ ^ 
« s fti 
H J5 
U CO 
s 
e XI 
V) * 
g C O u 
"Z v 
CA w 
44 S 9 O 
a j 
o X 
« 
I!. 
in v ► 
«> B 
3 0^ 
O' V 2 
** c/i 
® S 2 
~ i 
u m 
S S * 
0»T e 
in 
a> 
in 
B 
© 
a. 
in 
a 
55 
>= 
I- 2 x 
w> . 
J jj^ >» 
= f = Jg e 
st 3 o p £ 
>>u i* a 
1 s * £ I 
ci o- o at s — 
e» « 60 ^ S- 
<u "7 ^ <0 sj O 
? ° g£ S a 
I! 
§ ”2 
£ -= 
o CO 
V5 T5 
• — co 
y xs 
l! 
H £ 
» 
« 5 
2% 
J* ■§ £ 
-o c 
§ J 
y 
2 
o 
1 
a. v) 
2 a 
so 2 
.* w — .t: so 
•— 2 u 3 a '5 
o ^ > -° 2 So 
6/3 2 ’So V so.- 
8 “I i 
in •?»« S «£ ^ -if 
" w f -8 « >* g r« M t ^ j W) - o W X 
CL L> 
CO CO . — tv ^ « 
“ H or !iS 
3 ^ 2- 5 
S 8. 
<V 
L C/3 
^ 3 
CO §3 
fl 
s.| 
«J ,s9 
o 2 in cz 
o 2 g "c 
I -3 r U | 
<o « 2 § 
S -2 s £> s 
a J § « « 
g JJ ^ :§ 8 
« »— 7= -£= 
o ^2 c E w c *— 5= *• 4> 
<D 04 0> V3 r- k. > O t ^ O t - 
o 
> 
w fll 
3 E 
l-l O 3 
C/3 
. X 0) o 
CL 3 
O u 
8.-P 
I - ,o 
E 3> 
3 
ttf I s-i-8 
2 s s g I E ■S «P!= Sou 7 £ u„ .5 1 u » £-3 “ „j 
5 P o 2 o J5 
° -Q > o 2 k st g.: 
c^- 
c^- 
e'¬ 
en 
in 
IS 
<u in i 2"S 
2. S -0 “ 
uriili 
» *• -5 O : E 
513 5 -g .i 00 w S’} « ■ i co 
CM C CO 
MW —» 
< c 
«N| -S 
a 
I " 
"5 * j 
44 J2 9 
a:1 
on 44 
to 
5 
o 
6 
co 
44 
DC 
V) 
44 9 
-•co 9 X 
J " a 
In 'S *< 
Sb5 
O* ? 
u ts 
2 3 — 
o J-i 
« 8-g 
SL 2L2 w V) 
y 04 Jr; 
S i-i j a § 
co • w CO rj 
£ J l 
H u c 
*r - 
! 2 
— \3 
C 
.. c' w 
o J! e O 
y 
E 
c 
8. 
CA 
O 
y 
00 
-O 
y 
y 
§ 
?3 
QJ y y 
y O _44 •3 
y k* 
00 
y 
X s 
Lm 
y X 
< d y y C/3 
u 
w >% 
CO X 
— -o 
. . 44 00 Tj 8 5 
44 .2* y o7 y u 3 w 
2 » 
— ZJ 
280 
n 
a 3 
o o 
n JS 
Ui ® *n 3 
= s a s 
o u O E 
= « 0 “ o o in w a V B = 
s o P 
© v S N
o 
Q
ue
s 
•
c
o
n
e
 
e
ro
u
 
N
o 
1 ** 3 a O o 
JS JO 
"t « *r « 
- <* 5 s S s 
° u O u 
«fl O > = 5? 1A > 
^ fi ZT 
3 ° e o 
« a ~ 3 © ^ o 
O' V ■ Z O' V = Z 
M £ M £ 
"* fe M 
- s« 
« S - 151 
— u 
— L. V) <•* 4> (A s 
a b * < 
4» tfl 3 
= = £ < 
O' T o z OT o z 
. 
« — <N 
4* 9) 4> m | 9) (A 
s S 
Is o fi. "3 
o 
a 
c £ 3 cn c 4) b 
3 
O 
-S IS v) 
oc 
a 
V 
•o 
3 
55 Ag
re
es
: 
O
lh
er
 
re
sp
on
 
1) 
th
e 
fo
rm
ul
 
2)
 
c
o
m
po
si
te
 
li
in
g
 
Jo
u
r 
s
 
#
6 
a 
3 
4* 
*3 
3 
53 Ag
re
es
: 
o c« ti V5 
m 55 
« u 
y> 
~a 
JS 
o 
*-> 
Q
ue
st
io
n 
2 
-
w
ha
t 
s
tu
de
nt
s 
v
a
lu
ed
 
le
as
t 
T
he
 
a
bs
tr
ac
ts
 
a
re
 
st
ill
 
go
in
g 
to
 
c
a
u
se
 
th
em
 
pi
ob
le
m
s 
-
 
o
u
r 
tim
e 
lim
ita
tio
ns
 
do
 
n
o
t 
a
llo
w
 
u
s 
to
 
ge
t 
to
o 
m
u
c
h 
in
to
 
th
at
 
es « 
_05 
~3 
JS 
O 
"-5 
Q
ue
st
io
n 
2 
-
w
ha
t 
s
tu
de
nt
s 
v
a
lu
ed
 
le
as
t 
T
es
t 
a
n
x
ie
ty
 
is
 
te
rr
ib
le
 
a
c
ro
ss
 
th
e 
bo
ar
d,
 
fr
om
 
m
ild
 
pa
ra
no
ia
 
to
 
m
a
jor
 
a
n
x
ie
ty
 
a
tt
ac
ks
 
C5 
9) 
« 
- «• S 91 4> i >» 
If) </> J u 
a 3 
o 
CL 
M 
4* 
A
gr
ee
s:
 
O
th
er
 
re
s|X
)ns
es 
1) 
G
eo
m
et
ry
 
a
n
d 
c
o
m
po
si
te
 
fi
gu
re
s 
2)
 
W
ha
t 1
 
le
ar
ne
d 
w
e
e
k 
w
a
s 
re
in
fo
rc
 
3)
 
H
el
pi
ng
 
o
th
er
s 
m
e
 
4)
 
H
e 
m
a
de
 
e
v
e
ry
 
to
 
he
lp
 
u
s 
re
la
x 
O 
Q. 
if) 
4* 
a | 
9) ® 
£ «> 
S
tu
de
nt
 
R
 
S
tu
de
nt
 
R
 
A
gr
ee
s:
 
O
th
er
 
re
sp
on
 
1) 
Qu
ick
 
1 
2)
 
C
on
tr
ol
lin
 
w. 
9) 
«# 
O - 
i i 9) 
60 
s| | 
JS . u 
- ‘o >* 
Q
ue
st
io
n 
1 
•
w
ha
t 
s
tu
de
n 
v
a
lu
ed
 
m
o
s
t 5> s .. 4* M & ?) jc i 
S -2 
± l 
s £ - 
/. -J rj 
2 a 3 
£ s = 
P■ U M j Q
ue
st
io
n 
1 
•
w
ha
t 
s
tu
d 
v
a
lu
ed
 
m
o
i 
1 h
ey
 
ge
t 
to
 
s 
th
er
e 
a
re
 
w
a
y 
te
st
s 
so
 
th
at
 
l 
su
cc
ee
d 
j* j* 
4* C 
41 4» o 
£ £ 
281 
n 
(fi 
u CA 
* * 
IO 
o 
J2 
C8 
§ = 
e u 
S •* a 
in w — 
*» S 3 
SO? 
av Si 
§E 
3 ** 
0) <•* 
s e 
a v ± 
" & «i 
E ** 0J 
S U © a 
V) — 
V V) 
a s * 
O T © 
0i 
•/ 
V) 
S 
o 
CL (A 
4* 
V 
*3 
C/3 
0> 
M 
N’. 
5 * g 
3 .. *B 
* ■ s 
? £ 
o 
z 
»> 
w 
CO 
S 
O 
a. 
to 
■O 
S 
c/i 
* — 
•2 ~ 
^ e 
e - E 
e " 
a* 2 
o 
Z 
I £ 
.1 « 
_ > 
>» C3 
<U 
> o 
c« ~ 
- 2 
§ 2 & 
.2 ‘ob ,52 M g w 
c w w a gz w 
> 5) C X 2 C 
i® « «£ J 
•^2 = 3=- 
S-oJs'c 
^MJo = - 
§18*38 
r 5 r a >»> 
M © 
> >»“© 
° J» g.p- 
oo ~ .ir b 
•Sj & * S 
a«= s« 
| 8 O 19 « 
.= *r- 
C 
ii 
3 £ 
« 2 c >.E 
o w «> ^ ■v .15 an -w c/5 ■J S 5 
_£? > w 
{2 n 3 
Er o I 
5 
> g a © 
>- 
c/i 
© 
I 
CO 
z 
< 
z 
a 
:§ 
< 
z 
a « 
o CO 
a « 
£ W 
CO 
s 
u% s 
e 
J5 
a 
S 0* 
® u 
« S ®* 
« c * 
3 0® 
O' V w 
2is 
CO V > 
*t e _ 
so-® 
O V = 
M 
co « 
**» b 
o « 
•» co 
O 3 — 
v co 
3 S i 
y ~ l 
w 
CO 
s 
o 
Si 
co 
«) 
OS 
s 
41 ■a 
s 
c/j 
nt: S 
5 " 
g 
? 2 
01 
V 
0) 
fi 
o 
aw 
V) 
p* 0» 
"•Co 
|SS 
3 ^ 
• jjl 
5*; 
o 
Z 
Z 
T3 
1 
"H 
K 
_o 
c. 
3 
a 
3 
O =- 
>■» E ^ 
c 5 ° « 
« 5 = 5 
Isfij 
* 5 « o 
q t- >■* -a 
•I §!£ “ 
3 0 — 'j; 
3 O 3 £ 
Q U)J3 m 
© O 
>*£ 
a O 
-c w 
w &o 
00.s 
c ^ 
s - ■i ^ 
- -2, 
I a 
S C3 
QJ 
_ ■O 2 >“» O M " 
i "Sis 
= « ^ M 5 
85 « 5 c-3 
^ 8 g 2 
o E jj $ ^ « 
V - 8 o 
__ CL 
3 i 
= s .2 5 -S t5 
>= -5 E -5 8 S 
n 
S o 
u b o > V CO 
O 4> = 
.. | 2 j 
S o. I- 
« 3 s « 
o w 
“« 80 
1 S 'S 11 s 
80 >»« 
<Q - ii E 9 
C/5 CL 
0) 
C-) 
c 
a 
0 
U £ 
E 00 « 
3 
C 
TJ 
.5 0 
3 •= C. 00 
C 3 
ip 8 2 
CB S 
__ £ 
— y 
J2 ^ CO 
^ o - 
V) 0—1 
. . a> 00 
c0 ^5 50 O C V !« c i 
C0 
3 
0 
V} —
C 3 
8-^ co "O „ 
U u r c- C "S 
&i5*i 
< O <n a* 
| 
T3 
C 
C3 
5 > £ 
z% 1 
81.18; 
v> *S — 3 
0-30-= 
S S s S 
y '— e£ = 
o s >* 
-= c 3 
i- -5 £ 
282 
o 
W
ee
k 
Q
ue
st
io
n 
I 
S
tu
de
nt
 
R
es
po
ns
es
 
Q
ue
st
io
n 
2 
S
tu
de
nt
 
R
es
po
ns
e 
Q
ue
st
io
n 
3 
, 
Q
ue
st
io
n 
4 
Q
ue
st
io
n 
5 
-
w
ha
t 
s
tu
de
nt
s 
-
w
ha
t 
s
tu
de
nt
s 
-
in
st
ru
ct
o
r’
s 
-
c
o
n
c
e
rn
 
o
v
e
r 
-
c
o
n
c
e
rn
 
o
v
e
r 
v
a
lu
ed
 
m
o
s
t 
v
a
lu
ed
 
le
as
t 
o
w
n
 
In
si
gh
ts
 
In
d
lv
s 
g
ro
u
p
 
. 
283 n 
88 
S 
u 
3 
O 
c ** 
I * SJ5 
HU 
M 
c 
9 O 
•3 
ID * 
B s 
O U 
3 «* a| 
M w — 
v s 2 
9 O ® 
a r « 
9 
O 
J2 
a * o u in 
a > 
9 0-0 
a v s. 
S « 
g t S 
■5 i 
Cl in S 
= = jf 
O' T S 
in 
«* 
in 
B 
O 
a. 
in 
■9 
9 
55 
tn 
5 - 
«-S s 
8 •“ 
a — 
* « s 
o» * S 
CA 
s 
o 
a. 
<a 
<u 
a 
CO 
CA 
c ^ 
-■s s 
B 2 S 
o “ 
s - *2 
« a " 
X £ et 
O . » 
<u 
CA 
C 
I Vi 
& 
8 
c 
I 
</) U 
<D 
C/3 
c 
I 
CA 
a 
o 
c 
< 
Z 
vs 
<u C/) 
c 
I 
0> 
S5 
OX) c 
•» JS ■S 2 
‘5-g 
<A >*J2 
e 
CO 
§■ 
« jiS g 
00*3 < O 
J « 
CO = 
,-s 3 
— o 
3-5. 
_ -Ur; 
V 
VS 
C 
a C/3 
2 
< 
2 
Os 
js e 
m ii 
0) -O in so 
S "c 8.2 in i 
u -- 
" «a 
E u ka s 
00 5 E 
c -o CQ 
•>.1= 
u 
o = CO 
•s* 8 C/3 
« w 
CQ 
E o "H3 3— E c/3 
ocS ^ oo ^ ^ _ 
< O - a n w E 
<s 
88 
S 
u 
3 
O 
—> 
M — 
3 ** 
1 " 2 « 
HU 
W 
Is 
e 
.o 
VS 
o u 
5 s * 
9 § S 
O V N 
" 8 «■ 
C ** VJ 
r « b £ 3 — 
~ u 
V) w 
4) VS S 
3 S ^ 
OT o 
(A 
s 
o 
CL 
(A 
t> 
oc 
s 
4/ 
•o 
3 
55 
(A 
"! i 
a 2 - 
o " 
a _ ■o 
w a 2 
s 5 » 
A * 5 
s 
4) 
•c 
3 
w 
CO 
284 O 
W
ee
k
 
Q
ue
st
io
n 
I 
S
tu
d
en
t 
R
es
p
o
n
se
s 
Q
ue
st
io
n 
2 
S
tu
d
en
t 
R
es
p
o
n
se
s 
(Q
ue
st
io
n 
3 
[Q
ue
st
io
n 
4 
I [
Q
ue
st
io
n”
! 
-
w
h
at
 
s
tu
d
en
ts
 
-
w
h
at
 
s
tu
d
en
ts
 
-
in
st
ru
c
to
r'
s 
-
c
o
n
c
e
r
n
s
 
a
b
o
u
t 
-
c
o
n
c
e
r
n
s
 
a
b
o
u
 
■3 
S 
8 -s 
•o a s 
o o Sz <_ i) -o 
° E o 
« a = r -= 
Ji | « c s 
^ a ® E 
42 
w 
® £ n>>E ■Sf ll I 
< 
2 
.8 
§ 2 
^ E 
g jo 
g o a g> “■ 2 
8 S ~ '-5 ■o 12 „ 
~ JS S'” c 3> 
< O - g 5 <? 3 
~ c 
c/) _T *3 
1 S3 
a'f 
& 
rv, 
a 
c 
c 
< 
2 
o 
c 
(B flj 
C/5 w 
<u _ 
S3 
.4) 
H w 
00 S 
3 OO O 
42 
>.5: 
E j= 
<U OO 
31S 
02 
•M 
3 
§ ■5 
8.1- 
a 
E 
V] 
<U <9 
8 w § 
K S IS 00‘S _ 
< o - 
= o “ 
ju 
£ J 
•H £ 
-C ^ 
- 
C 
« . 
ll 
E 
42 
S 
o 
Q. 
-2 
-O 
CO 
3 O 
5 
00 
w 
o 
o te 
w v2 2 h oo 
■g « >-£ 
p i l-c g I 
8 fc* 
>■§ 
r*> 
4) 
E E s >>2^ S5 82 
n E“ - « u .2P-S 'I I- 
co x —• >,i- ^ ™ ~ co 5 5 OO^s 
c m 5 5 
JS 
u 
2 
co ^ 
3-S 
.2 o 
CO 
c I 02 c 
u 
C .« 
O 3 
02 • 
> 02 
— CO 
Ji .*2 
42 E 
> • — 
J.E 
O 
APPENDIX Q 
TEACHERS’ CHART OF READINGS AND HANDOUTS 
Analysis of Mary’s Class Readings and Handouts 
Title of Handout Description Gender/ 
Racial 
Reference 
Inclusive in some 
way? 
“Career Success Workbook” Urban 
Whitaker 
A step method to look at 
transferable work skills 
No Yes: includes skills 
that are not normally 
accepted as 
important 
“Career Anchors” Schein A career self analysis book No 
“Learner Guide to Prior Learning 
Assessment at Cambridge College 
A step method to analyze prior 
learning in order to get college credit 
No Yes: same as above 
“Kuykendall Delivers Keynote 
Address” CAEL News 
About multicultural education Yes 
“Learning Style Inventory” McBer’s 
Kolb 
Learning style checklist No Yes: Kolb allows for 
different orientations 
in learning 
‘The Perfect Resume” Jackson Resume suggestions No Yes: Jackson 
includes a number of 
hints for people of 
atypical work history 
‘The Kiersey Temperament Sorter” 
Myers-Briggs 
Jungian based character sorter No Yes: this allows for a 
number of different 
character orientations 
“Some Guidelines for Using 
Learning Contracts” Knowles 
Explanation of Learning Contracts No Yes: Knowles is an 
adult educator, used 
to working with 
nontraditional 
students 
Jo-Han Window: An Experience in 
Self-Disclosure and Feedback” Luft 
About giving feedback to others in a 
group 
No Yes: This exercise is 
open 
“Giving and Receiving Feedback: It 
Will Never be Easy, but It Can Be 
Better” 
Same as above No Yes: article is based 
on egalitarian 
principles 
“Using Feedback to Clear Up 
Misunderstandings in Important 
Relationships” Bunker 
Same as above No Yes: same as above 
286 O 
Analysis of Luis* Class Readings and Handouts 
Title of Handout Description Gender/ 
Racial 
Reference? 
Inclusive in 
Some Other 
Way? 
“Ishmael” by Daniel Quinn First chapter in a novel about an 
intelligent gorilla who is not 
accepted by society 
No Yes: It looks at 
cultural acceptance 
“Basic Self-knowledge (Based on 
the Gurdjieff System of 
Development)” 
by Harry Benjamin 1971 
First chapters in a book about 
observing oneself - makes 
references to Eastern religions 
(Krishnamurti) 
No Yes - it mcludes 
views other than 
western views 
‘Toward Awakening: An Approach 
to the Teaching Left by Gurdjieff” 
Jean Vaysse (1980) 
First chapters in a book about self¬ 
observation 
No Yes - it includes 
views other than 
western 
No- written with 
sexist language 
“Carl Gustav Jung and Analytic 
Psychology” Author?? 
An overview of Jung and his life 
and work 
No Yes - Jungian 
psychology is 
inclusive in nature 
287 O 
Analysis of Rosa’s Class Readings and Handouts 
Title of Handout Description iGender/ 
Racial 
(Reference? 
Inclusive in some 
other way? 
“Getting to Yes” Ury and Fischer Negotiation strategies No. Yes: it does not 
advocate competition 
and winning 
(associated with 
white males) 
“Your Maximum Mind” Herbert 
Benson, MD 
A how-to manual on changing self No Yes - It combines 
western research 
with eastern 
principles 
“Critical Thinking” Fred Hechinger Description of Sternberg’s program 1 
“Intelligence Applied” | 
No 
“Some Thoughts about Thoughts” 
Paul chance 
Psychologist’s view of the western 1 
history of thinking about thinking j 
No 
“Understanding Critical Thinking in 
Adult Life” Stephen Brookfield 
First chapter in book on critical j 
thinking for adults j 
No Yes: Brookfield 
works with adult and 
non-traditional 
learners 
“Critical Analysis of Statements 
Made Orally or in Print” 
Questions to keep in mind when j 
reading the news j 
No Yes: These 
principles are 
gender-neutral 
“Of Wiretaps and Bum Raps” Mike 
Barnacle 
About police going on trial - j 
seemingly unfairly j 
No 
“Officer Gives Defense of Tailhook 
Role” Article from Boston Globe 
Kelso’s defense of his actions j 
during the Tailhook affair (sexual j 
misconduct in the Navy f 
No 
‘The Role of Helpers” A description of people who work I 
with us to change our assumptions: 
and how that might impact on our 
self-esteem | 
No Yes: This involves 
considering affective 
effects of knowing 
ourselves 
‘Thoughts on Teaching Thinking” 
Raymond Nickerson (BBN) 
Educational Leadership 
Four different types of teaching j 
programs for critical thinking j 
No 
“Know Right and the Seven 
Intelligent Dwarves” A Coloring 
Book by Cookie-Rietvald Kirwan 
A Coloring Book which talks about 
Gardener’s Seven Intelligences 
No Yes: Gardener’s 
theories extend the 
western values of 
thinking to many 
other mental areas 
“A Conversation with Howard 
Gardener” Harvard Gazette 
A short article which discusses I 
Gardener’s ideas 
No Yes (see above) 
“Things to Remember in Decision- 
making” 
Checklist for decision-making j No 
‘Thinking and Feeling” Anthony: 
Annual Handbook for Group 
Facilitators 
About incorporating feelings into j 
thinking j 
No Yes: an attempt at 
integrating feelings 
into cognition 
“Nobody Knows Me” James 
Baldwin 
A discussion about change j Yes: African 
American 
Author 
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APPENDIX T 
PHRASES OF TEACHER INTENT 
Phrases Mary Used in Describing Different Instructional Intentions 
1) gaining skills and knowledge (32% of class time) 
“(they could) complete an oral presentation before major nerves kick in,” 
“help name skills, knowledge and work to identify natural talent,” 
“gain ease with talking about self - oral resume,” 
“opens up the person to why and how they learn and provides a framework to document 
past and current learning,” 
“generate data and insight for expanded story,” 
“experience dual role of interviewer/interviewee,” 
“student wants others to appreciate long-term benefits of class,” 
“(I wanted to talk about effect of change on us because of) several phone calls during the 
week with concerns about significant others and bosses responding to the 
changes,” 
“expand awareness of skills (as represented through taxonomies),” 
“leads to roles they’ll experience and observe in their small groups for presentations,” 
“general talk about mode and possible outcomes,” 
“shift the paradigms - the being precedes the doing which precedes the having (our context 
was careers),” 
“1 wanted to share the curriculum designs as well as demonstrate how I go about putting 
together a syllabus,” 
“in response to the tension around returning to college, group provided a simulation of 
stress and how to response,” 
“role play in a family with follow up discussion around issues raised”. 
Self-assessment 
“recognizing the value of their own accomplishments,” 
“reinforce self-assessment and experience the adult learning model; challenge earlier 
external assessment and self-perceptions,” 
“expand awareness of skill,” 
“resumes returned with comments - heightened awareness of self on paper,” 
“reinforce need to identify governing values, fit with environment, balance. 
Goals = change but guide,” 
“talk about why this work, what competencies are being developed,” 
“drew diagram of ‘own” (JoHari) window, created ‘own’ list of assets and liabilities,” 
“to help group understand the impact of our childhood and how important we are to 
children around us”. 
o 
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Phrases Mary Used in Describing Different Instructional Intentions 
Utilizing group for individual benefit (14%) 
“work from learners’ sense of the competencies,” 
“ they work together and look for connections between competencies; one group actually 
applied the discussions to talk with the student who is deaf,” 
“see each other as resources,” 
“networking,” . 
“result for group 27% formal learning, 73% informal -acknowledge need for pnor learning 
assessment,” 
“(this student’s paper was a) model for assignment,” 
“model for how we all would examine, assess and reflect upon our learning, 
' “hearing the commitment and beginning the contract is sharing with someone who cares 
and understands,” . 
“recognize similar learning needs, common issues around returning to school, ^ 
“everyone, including me, learned what others saw as personal assets and liabilities, 
“helps people see connections between their learning and others; I had to stop the 
conversation, we could have gone on for another hour... 
Facilitation of group interaction (10%) 
“transition/humor/ice-breaker,” ... , . 
“relax a group frazzled by weather, demands and stimulation of learning, 
“(the student read his paper to affirm) his role in the class,” w 
“linked with earlier discussion of skill, knowledge, values and taxonomies, ^ 
“acknowledge the issues that have arisen and the importance of speaking openly, 
“managing changing roles within the group - one student used techniques to include an 
“edgy” student whose topic wasn’t chosen,” 
“help the group gell and set up time outside of classes,” 
“forced to put on paper what (everyone) may have been thinking,” 
“after the break, important to provide opportunity to interact” 
Metacognition (10%) .. t.- 
“how this planning fits with Life Seminar II and future career plans; working/learmng this 
way invites lifelong learning,” „ . . . „ 
“emphasize that this learning should get you to where you want to be (learning contracts), 
“set up the expectations for learning through a conscious decision to do so, 
“mapped out possibilities for major and minor work for next semester 
Enhancing group bonding (8%) 
“establish connections and trust between peers and my sell, , f 
“identified about 10 individuals in group and specifically stated what she learned from them 
for closure.” 
“often provides the ‘glue’”. 
Affirming students (4%) 
“affirms their knowledge,” 
“appreciation of self and others.’ 
o 
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Phrases Luis Used in Describing Different Instructional Intentions 
using the group knowledge and resources: 35% 
“to start a dialogue about self and the mindset we assume from different cultural 
perspectives,” 
“get feedback (from partner) and clarify,” 
“read main ideas about the evolving self perspective,” 
“looked at personal experience in self-observation,” 
“to provide an opportunity to start work on shadow,” 
“students presented their ideas about three of the four perspectives on self discussed and 
studied during 
the semester.” 
Gain skills and knowledge: 30% 
“to present an account of someone who had been doing the work on self,” 
“to get a sense of Jung’s theory to then compare it to Freud’s,” 
“presentation of main ideas in evolving self perspective,” 
“to present Freud as seen by Jung so they can see Jung’s theories,” 
“to provide a theoretical framework of the theory and show the dynamic relation among the 
parts of the 
psyche,” 
“to compare 2 theories of psyche and define anima-animus,” 
“to emphasize the main concepts in Jung’s theory and look closer at the shadow and 
healing,” 
“to look at the body-mind connection in healing,” 
“to explain two different approaches to healing (psyche-psyche and body-mind),” 
“to look at the qualities of individual shadows in order to start a process to look at common 
experience and 
ways to heal in different social contacts,” 
“to integrate mind-body in a context of social transformation,” 
“(to look at ways to) continue the process of self-control.” 
Student self-assessment: 21% 
“we want to start a journey of self from actual understanding and experience then learn 
ways of looking at 
self,” 
“the self-concept illustrated in the collage can be verified (assuming we are what we do, 
culturally accepted 
belief) by looking at how we use our time (and whether it matches our goals),” 
“to experience the individual quality of the superego,” 
“to debrief the process of self-assessment about stress,” 
“a summary reflection of learning which we want to hear from each other” 
Clarification of learning intent: 12% 
“to provide total picture and context for collage,” 
“obtain big picture and the main concepts to be explored,” 
“check reading comprehension,” 
“to facilitate the formal initiation of (the oral presentations and the term paper),” 
“(have student come prepared) to bring information of students shadows to class to initiate 
the healing self 
perspective,” 
“to bring theoretical structure to process of self-knowledge,” 
“to describe the teacher’s perspectives on learning and things to change for future course. 
o 
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Phrases Rosa Used in Describing Different Instructional Intentions 
Rosa 
Gain skills and knowledge (42%) 
“draft one for formal paper,” 
“students would analyze a reading and decide on a matrix as a class together, ^ 
“students would realize how they could actually use and enjoy the critical matrix,” 
"students begin learning protocol of negotiations,” 
“students write down what they have just learned and really learn it — documentation, 
“ opportunity to go over essential information and reinforce it,” 
44 giving students ownership of very sophisticated terminology,” 
“learn how to summarize, insight for critical reading and writing — builds confidence of 
analytical abilities,” 
“students apply knowledge and truly begin to learn!” 
“amazing to realize how many versions there can be to accurately describe someone else s 
ideas in 
different words,” . . . 
“hits home - student’s realize that this is more than a principle in a book, it is a powertul 
tool that they own!” ; 
“students become aware of subtleties in communication which can be BIG BLOCKS)! 
“students look at life from different philosophical perspectives as well as cultural and apply 
critical thinking skills,” „ 
“students apply problem-solving skills and grow in how they can resolve problems, ^ 
“students learn and explain how specific reasoning skills are used to solve problems, 
“students answer important questions 1) why do this and 2) how can this help me to think 
critically?” . 
“conflict resolution between thought and action to achieve highest level of energy, 
“students get comfortable with analytical skills,” 
“ students can open up to a more creative process,” 
“document breakthroughs on what problem cause is,” 
“students will use this in comparing and contrasting consequences from possible solution 
to their problem,” . . M 
“review better communication skills — how to overcome negativity, . 
“know how to isolate the facts and use in making inferences, 2) overcoming blocks that get 
in the way of thinking clearly,” 
“students are better at reading critically with speed.” 
Utilize the group (30%) 
“students would analyze a reading and decide on a matrix as a class together, 
“peer support learning from peers,” 
“students plan relaxation as part of their daily routine,” . . . „ 
“opens up a myriad of possibilities how they can use this skill and continue to perfect it, 
“students learning from each other - have the opportunity to share valuable insights they 
have learned by applying principle that they have learned in class, 
“students promise to incorporate relations practices into daily lives and school for better 
“students oromise to incorporate relaxation as practices into daily lives and school for better 
concentration, f - 
“students understand how one could be limited if using only one framework tor 
understanding,” . . . . „ 
“students apply negotiation and problem-solving skills to find the resolution, 
“ students gain appreciation for different methods of resolution, 
“students refine and better identify what the real problem is, ^ 
“peer feedback -- further development of problem identification. 
O 
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Phrases Rosa Used in Describing Different Instructional Intentions (cont’d) 
“help each student get closer to their real problem,” 
“share students’ feelings and breakthroughs on critical thinking and personal freedom,” 
“students open up about how they evaluate themselves,” 
“class learns from each other — students apply their skills and knowledge from entire 
course to complete the process.” 
Clarification of learning intent 
“clear on tasks ahead,” 
“assessing independent learning activity for holiday next week so class will not meet 
(agreed by all),” 
“students are clear on what they read,” 
“give students more control over their grade outcomes,” 
“setting goals and prioritize together,” 
“review critical thinking skills in this process and address any concerns,” 
“no one is lost — all understand fully what they are doing and why,” 
“ clear on what they need to achieve.” 
Bonding 
“class can begin to relate better to one another, begin bonding” 
“bond with other students in class,” 
“bonding for student in class, especially newcomers,” 
“students learn from one another, share common interests, build trust.” 
Tests 
“so they can have feedback from an evaluation,” 
“students gain comfort and command over vocabulary needed to express critical thinking 
concepts,” 
“reinforce what are the most important concepts from Getting to Yes and how to apply 
them,” 
“final exam prepared by students themselves.” 
Relaxation 
“students can learn how to relax and understand mind/body connection,” 
“students experience control over their minds and bodies — relaxed alertness,” 
“students leam how to relax, more control over mind and body,” 
“become more aware of mind/body connection and what control they have,” 
“relaxed state of awareness — manipulate mind and body so mind is at best condition for 
problem¬ 
solving.” 
Gain teacher’s support (2%) 
“opportunity for students to ask questions and get support,” 
“more opportunity for clarification and support so students gain more confidence.” 
O 
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APPENDIX U 
STUDENT RESPONSES THEME TABLE 
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